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ABSTRACT
In recent years, professional educators have changed parts of the
system, or modified separate elements of the urban middle schools'
environment, to make them more responsive to the learners' needs; but
innovations in curriculum and organization have only been accretions
to the system without changing its basic structure or philosophy.
There is strong support for the notion that citizens living in a demo-
cratic society have an obligation to participate in the change process
when a major institution such as the urban school remains in need of
continual reform. There is, furthermore, general agreement among
reformers that positive and charismatic leadership remain crucial if
urban schools are to change.
Given the indication that change remains essential in the urban
middle schools, little doubt exists that the attitudes or opinions of
teachers and students should be considered before a principal plans to
vii
implement various changes in a school. This study attempts to assess
certain attitudes of teachers and a random sample of eighth grade stu-
dents in an urban middle school in Brooklyn, New York. Specifically,
the researcher, along with several educators, constructed a question-
naire which could be used to answer the following queries:
1. What are the school experiences which students and
teachers consider to be most important?
2. What are the students' and teachers' attitudes
toward the importance of parent involvement in
their school?
3. How important do teachers and students consider
teacher involvement and certain teacher experiences
in their school?
4. How important do teachers and students consider
certain leadership performances in their school?
5. What do students and teachers think about the
general learning environment and academic progress
in their school?
Three statistical procedures were employed to analyze the data:
(1) measures of central tendency, (2) Pearson Product-Moment Correla-
tion, and (3) t-test analysis.
The following conclusions were formulated on the basis of the
major findings resulting from the data analysis:
1. Students in the urban middle school believe stu-
dents should participate in such activities as
planning their own program; tutoring other stu-
dents; and selecting teaching materials.
2 , Teachers in the urban middle school consider it
important that students have pride in their
school; that there be fewer than thirty students
in a class; and that students should tutor other
students
.
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3. Teachers and students in the urban middle
school deem it important that improved methods
of disciplining disruptive students be developed.
4. Both teachers and students in the urban middle
school consider it unimportant that parents par-
ticipate actively in the functioning of their
school. The groups did think it important that
parents encourage and discipline their children
at home.
5. The two groups consider it important that teachers
receive pre-service and in-service training; and
that teachers should participate in deciding what
is to be taught in the school.
6. Teachers and students in the urban middle school
reject the race of a teacher as an important
factor
.
7. The two groups consider the principal to be the
most important individual in the school. They
look towards the principal for leadership,
encouragement and guidance.
8. The teachers and students in the urban middle
school reject the race of a principal or his/her
assistant as an important factor.
9. The teachers and students in the urban middle
school are not sure about the importance of racial
integration for the improvement of academic
progress
.
10.
The two groups do not believe students are receiv-
ing a "good" education in their school. The
teachers, however, believe even less than the stu-
dents in the school's capability to educate the
students
.
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CHAPTER I
INTRODUCTION
New York. Middle Schools; An Historical Perspective
Tor more than a decade, educators have recommended reforms
directed at providing adequate education for adolescents In urban
areas. The middle school concept attempts reform in this area. The
name middle or intermediate school was adopted In recent years by many
of the "in-between" schools traditionally titled—junior high school.
Generally, schools titled junior high contain grades seven, eight, and
nine. The middle or intermediate schools are usually defined as
schools between elementary and high school
,
covering at least three of
the middle school years, beginning with grades four, five, or six.
They usually include grades six, seven, and eight, but not grade nine.''
Despite this reorganization, the urban schools between elementary
and high school remain perplexing problems. Regardless of the title
or organization adopted by the school, there appears to be little
change in the academic performance of the students. In fact, there is
no current evidence that indicates conclusively the superiority of any
^William M. Alexander, A Survey of Organizational Patterns of
Reorganized Mi ddle Schools (Washington, D. C. ; Department of Health,
Education, and Welfare, Office of Education, July, 1968), p. 5.
2particular grade combination within the "in-between" schools.
In 1966, at the request of the superintendent of schools,
Bernard E. Donovan, a new type of educational program was recommended
for several schools in New York City.. The schools, labeled pilot
intermediate schools, were said to be designed to develop excellence
in education in an integrated environment for children ten to four-
2
teen. What led to the decision to change the selected "in-between"
schools from junior highs to middle or intermediate schools and make
them innovative organizations should be apparent from the discussion
which follows.
The junior high or schools containing grades seven, eight, and
nine became an actuality in the early 1900's. According to
I. L. Kandel
,
junior high schools were organized in Columbus, Ohio
in 1908; Berkeley, California and Concord, New Hampshire in 1910; and
Los Angeles in 1911. The junior high was established as a three-
year institution.
In 1908, the stated functions of the junior high schools
were
:
To continue, insofar as it may seem wise and possible
and in a gradually diminishing degree, common, integi aid-
ing education.
2Stated in Recommendations of the Superintendent_of^
(New York City Public Schools, January 18, 1966), p. 5.
3
I. L. Kandel, History of Secondary Education
(Boston: Houghton
Mifflin Company, 1930), p. AS3.
3To ascertain and reasonably to satisfy pupils' impor-
tant immediate and assumed future needs.
To explore by means of materials in itself worthwhile,
the interest, aptitudes and capacities of pupils.
To reveal to them, by materials otherwise justifiable,
the possibilities in the major fields of learning.
To start each pupil on the career which, as a result
of the exploratory courses he, his parents, and the
school are convinced is most likely to be of profit to
him and to the state/'
Typically, the elementary school program continued for at least
a year in the junior high school; thereby, ameliorating the transition
from elementary to junior high school. The administrative aspects of
the junior highs included departmentalization, homogenous groupings,
homeroom organization, and promotion by subject. Although junior high
schools did not become institutions in all large school districts,
they did and do exist in significant numbers in most large school dis-
tricts in the United States. J
Dissatisfaction with the junior high school program became a
prime force behind the middle school movement. Critics of the junior
highs charged that, in general, the programs in the junior high
schools imitated those in the high schools. The socialization and
competitive athletics encouraged within the schools led several
^Thomas H. Briggs, The Junior Hi gh School (Boston: Houghton
Mifflin Company, 1920), p. 26.
J
"Grade Organizations and Non-Grading Programs," NEA Research
Hi 1 1 1 < • ( in, ') (I ' tui,her
,
1
()6/)
, p . 1 1 .
Aeducators to insist that the junior high schools were not distinctive
institutions. Since the ninth grade of a three-year junior high, in
many cases, continued to be the first year of the college entrance
program, the junior high could not develop a coherent and unique
three-year sequence. In 1965, one superintendent of schools labeled
junior highs a great blunder. He further asserted that they served
as administrative devices for controlling children in large groups.^
Another educator, not quite as disenchanted by junior high schools,
suggested that ninth graders in these schools demonstrated greater
maturity and greater sophistication and were more comparable to the
O
eleventh grade students of the 1930's.
Another source of dissatisfaction with junior high schools has
been the low achievement levels of minority and poor students attend-
ing them. In 1965, Kenneth B. Clark reported that minority and poor
students, in general, scored lower on verbal achievement tests than
o
students from, so called, more privileged backgrounds. By the
eighth grade, the average reading and mathematics achievement levels
8Paul Woodring, "The New Intermediate School," Saturday Review ,
October 6, 1965, p. 78.
^John H. Hull, "Are Junior High Schools the Answer?" Educational
Leadership
,
23 (December, 1965), p. 213.
8Mary C. Jones, "A Comparison of the Attitudes and Interests of
Ninth Grade Students Over Two Decades," The Journal of Educational
Psychology
,
51 (August, 1960), pp. 178-179.
^Kenneth B. Clark, Dark Ghetto: Dilemma of Social Power (New
York: Harper Torchbooks, 1965), p. 111.
5of pupils in the junior high schools in Harlem, New York City,
remained three years behind students on the national average. Junior
high schools appeared to be unable or unwilling to minimize the
failure syndrome that existed in them.
Failures of the junior high schools in New York City have been
attributed to their racia-ily isolated student bodies j however, little
debate persists that education in the schools also remains inferior.
Proponents of racially balanced schools in New York City criticized
the 6-3-3 organizational pattern of the public schools. The junior
high schools drew students from racially isolated neighborhood schools
and remained racially isolated themselves.
Increasingly, school districts abandoned the junior high schools
in favor of middle or intermediate schools, placing the ninth grade
in the high school while adding grade six and possibly grade five in
the intermediate school. In the early 1960's, only a few intermediate
schools existed in the United States. A survey completed by the
United States Office of Education indicated that twelve percent of the
senior-junior high schools sampled planned to change the groupings of
grades seven, eight and nine with reference to other grades. ^ The
junior highs, composed of grades seven, eight and nine, remained the
most widespread pattern but the number of intermediate schools
10Grace S. Wright and Edith S. Greer, "The Junior High School:
A Survey of Grades 7-8-9 in Junior and Junior-Senior High Schools,
1959-1960," Bulletin-1963
,
No. 32 (Washington, D. C.: U. S. Office
of Education, 1963)
,
p. 4.
6continued to increase. A study completed in 1970 found 1,696
in-between schools in the United States compared to 490 in 1960.
This increase in the number of in-between schools included an
increase in the number of junior high and intermediate schools
throughout the country
.
In New York City, in 1965, the Board of Education adopted a
statement of policy concerning the planned middle schools. The
Board insisted that the exact grades of the middle schools were not
as important as their nature and content. It considered the
planned institutions as an opportunity for children to meet different
children from those with whom they associated in elementary school.
Within the "new" schools, children would be able to share learning
experiences and values with children of different races, nationali-
12ties and economic status. The "new" middle schools were supposed
to be different in organization, composition of students and in
stated goals from the traditional junior high schools.
The proposed arrangement of the "new" middle school has been com-
pared by Robert J. McCarthy to the traditional junior high schools as
follows
:
^Morris Mellinger and John A. Rackaukas, Quest for Identity:
National Survey of the Middle School — 1969-1970 (Chicago, Illinois:
Chicago State College, 1970), p. 3.
12Stated in Implementation of Board Policy on Excellence for the
City's Schools (New York City: Board of Education, April 28, 1965),
p. 5.
7Middle School
1
. Grades 6-7-8.
2. Exploratory curricu-
lum.
3. Purpose is to pre-
pare for continuous
learning.
A. Interdisciplinary
teaming approach to
instruction.
5. Key decisions on
grouping and
scheduling made by
teaching staff.
6. Individualized
instruction
.
7. Teams of teachers
focus on individual
students’ needs and
interests
.
8. Modular scheduling
varying daily.
9. Flexibility pre-
vails.
10. Increased oppor-
tunities for
independent study.
Junior High School
1. Grades 7-8-9.
2. Curriculum is pre-
determined
.
3. Purpose is to pre-
pare for high school.
A. Departmental organi-
zation prevails.
5. Key decisions on
grouping and
scheduling made by
administrators and
guidance counselors.
6. More fixed teaching
and grouping practices.
7. Individual teachers
focus on subject mat-
ter mastery.
8. Forty-two or forty-
five minute classes
each day.
9. Rigidity prevails.
10.
Limited opportunity
for independent
study,
The Board of Education maintained that the schools should be
developed as pilot middle schools. The middle schools were supposed
to offer quality education in a racially balanced environment. The
Board listed the. goals of the racially balanced schools as follows:
1. To cultivate the abilities and encourage the self-
fulfillment of students.
2. To meet the needs of pupils more effectively.
13Robert J. McCarthy, The Ungraded Middle School (West Nyack,
New York: Parker Publishing Company, Inc., 1972), p. 20.
83. To maintain pupil motivation by providing courses
that are consistent with the pupil's ability,
aptitude and need.
4. To achieve better ethnic distribution in the
middle years of school.
5. To improve the quality of human relations among
students by providing them with integrated
schools and to improve pupil attitudes
—especially
in relation to self-image and other pupils of dif-
ferent ethnic, racial, religious or social
groups
.
6. To improve academic achievement in relation to
the rate of academic growth normally found among
educationally deprived children in grades five
through eight.
In 1965, the Board removed the ninth grades of thirty— one junior
high schools and transferred the students to senior high schools. The
Board moved sixth grade students from several elementary schools into
twenty-seven junior high schools. The label "junior high" changed to
"middle" or "intermediate" schools.
Individual middle school administrators introduced other innova-
tions along with the grade reorganization; however, most of the urban
intermediate schools seemed to have changed nothing but the name and
the grade levels. The Board did not develop a model of educational
change for the "new" schools; instead, the Board attempted to dignify
the "change by reason of faith, good intentions and administrative
^ Imp
1
ementation of Board Policy on Excellence for the City's
School s
,
pp. 5-9.
15Seymour B. Sarason, The Culture of the School and the Problem
of Change (Boston: Allyn and Bacon, Inc., 1971), p. 19.
9Problems of the Urban Middle Schools
Unfortunately, the urban "in-between" schools, in general, do not
seem to meet the needs of many of the poor and minority young ado-
lescents. Charles E. Silberman insists that the in-between schools
"by almost unanimous agreement, is the wasteland—one is tempted to
say cesspool— of American education." Based on his research,
Silberman suggested that because young adolescents were considered
more difficult to control than younger children, their schools
remained authoritarian and repressive. The values which their schools
transmitted were docility, passivity, conformity, and lack of trust,
A study completed by the New York City Center for Urban Education
disclosed the fact that although achievement scores deteriorated as
many young adolescents moved through the in-between grades, the read-
ing and mathematics scores did not differ in the intermediate schools
from those recorded for sixth graders remaining in the elementary
schools. The deterioration phenomena, however, remained operative in
the intermediate school setting.^" 7
The Center for Urban Education’s study also revealed the fact
that none of the sampled intermediate schools had become more racially
16Charles E. Silberman, Crisis In The Classroom (New York:
Vintage Books, 1971), p. 324.
17Terry E. Schwartz, An Evalua t ion of the Transitional Middle
School in New York City (New York City: Center for Urban Education,
1966), p. 8.
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balanced. In fact, many of them became more racially isolated. The
shift of blacks from rural and economically depressed areas towards
the cities brought about an increase in the black population in New
18York City. The black population increased in the city while whites
moved to the suburbs. Between 1950 and 1965, more than 1.5 million
middle income whites left the city and took up residence in Queens,
Staten Island, and the surrounding suburbs. Approximately 1.25
million blacks and Puerto Ricans entered the city. The city’s popu-
lation dropped 1.4 percent, but the number of school-age children
increased, mostly among blacks and Puerto Ricans. In individual
schools where black and white children attended, studies show that
the grouping methods, based on achievement tests, created a racial
imbalance in the top level classes within the schools. 20
Terry Schwartz’s study reported that along with the problems of
racial imbalance, middle schools suffered from faculty dissatisfac-
tion. Many faculty members in the intermediate schools did not want
the sixth grade placed in their schools. The teachers indicated that
they considered sixth grade students immature and ill-prepared for the
18
U. S. Department of Commerce and the Bureau of the Census,
The Social and Economic Status of Negroes in the United States, 1970
(Washington, D. C.: G. P. 0., 1971), p. 16.
1 9
"Record Total of Whites Has Left State," New York Times , 4,
January 1972, Sec. 1, p. 22.
20Terry E. Schwartz, An Evaluat ion of the Transit ional Middle
School in New York City (New York City: Center for Urban Education,
1966)
,
p. 9.
11
Intermediate school environment. The teachers also cited their own
lack of preparation in college to teach sixth graders. Few princi-
pals involved their staffs in developing plans to meet the mandate
from the Board of Education. One principal insisted that the only
change necessary in his school was the isolation of the sixth grade
21
within the school. The Board of Education, itself, ordered the
change and then ignored it.
Needs of Urban Middle Schools
The reform sought by the proponents of the middle school con-
cept in New York City has not been realized. There remains need for
positive change in many areas of the in-between schools. Let us
examine some of the major areas. First, boys and girls ten to four-
teen exhibit a physical, social, psychological and intellectual
range that disrupts the accepted grade patterns and developmental
sequences. How educators can use their educational planning teams
to greater advantage in learning more about these children needs to
be determined.
Second, there is much to be learned about ways of individualiz-
ing instruction in a heterogeneous class. Many educators believe
that a pupil, especially at the in-between school age, needs to be
treated and taught as an individual in order that he/she can achieve
21 Ibid.
,
p. 10.
13
system without changing its basic structure or philosophy. In short,
New York City’s present middle schools need the implementation of
functional changes; however, they continue to ignore the demands for
self-renewal.
Purpose of the Study
The purpose of this study is to renew the emphasis on change
that was deemed necessary and urgent in urban middle schools in New
York City in the 1960's. This dissertation undertakes the task of
laying a foundation for change. It is broadly based and multi-
disciplinary because the needs of urban intermediate schools are
fundamental and diverse, yet it is specific by focusing on an inter-
mediate school in central Brooklyn, New York. By starting from a
recognition of the problem, this dissertation builds toward some
meaningful proposals for building change-renevTal within the context
of existing conditions.
Specifically, this researcher, with the assistance of several
University of Massachusetts professors and doctoral candidates, along
with diverse urban middle school administrators, guidance counselors,
teachers and students, has developed an instrument for collecting
data which can be used for the following purposes:
1. To solicit opinions of teachers and students on
their perceptions of:
a. Certain experiences of urban students
13
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b. Parent involvement
c. Teacher involvement and teacher experi-
ences
d. Leadership in urban schools
e. Academic achievement.
2. To ascertain the feasibility of involving students
and staff members in decision-making in urban
middle schools.
3. To assess if perceptions of students and teachers
are the same on issues involving:
a. Racial make-up of schools
b. Parent involvement
c. Leadership styles
d. Teaching styles
' e. Curriculum
f. Academic achievement.
This data should be useful to a change-agent who plans to implement
certain innovations in his/her urban middle school.
Questions to Be Answered
The following are questions to be answered:
1. What are the school experiences of students which
teachers and students consider to be most
important?
2. What are the students' and teachers' attitudes
toward the importance of parent involvement in
their school?
3. How important do students and teachers consider
teacher involvement and certain teacher experi-
ences in their school?
A. How important do students and teachers consider
certain leadership performances in their
school?
5. What do students and teachers think about the
general learning environment and academic
progress in their school?
Limitations of the Study
This study is limited in that
:
1. The data obtained reflect gross statistics about a
central Brooklyn, New York, school and do not
reflect individual opinions or attitudes of
teachers or students.
2. Since the research population consists of students
and teachers in an urban school in a Northeastern
state, generalizations made from data gathered
are limited to groups representative of similar
composition.
3. Validity of the generalizations made from data
gathered will depend upon the degree of "true"
feelings expressed by the respondents.
A. Only eighth grade students were surveyed because
of the reading sophistication required to com-
plete the questionnaire.
16
5. The study will be limited to the period from
October 1976 to April 1976.
Significance of the Study
The opinions and perceptions of students and teachers are not
usually sought before changes are implemented in urban middle
schools. This study may contribute to the existing body of knowledge
by listing and analyzing the perceptions of teachers and students in
an urban intermediate school towards:
1. Certain experiences of students.
2. Parent involvement.
3. Teacher involvements and experiences.
4. The Leadership of the Principal and Assistant
Principals.
5. Academic progress and the school’s learning
environment
.
The information should enhance the delivery services of teachers and
administrators in urban middle schools and should enrich the lives
of the children they serve.
Organization of the Dissertation
Chapter I investigates the evolution of urban middle schools in
New York City, and their continual need for change and improvement.
17
It is primarily introductory in scope, representing the researcher's
objectives, purposes and intent of the study. The need for the
implementation of changes in urban middle schools is explored. The
design of the study and its implications are also stated.
Chapter II elaborates upon some of the theoretical problems
which confront administrators, teachers, parents and students in many
urban schools today. The chapter will concentrate on the "finger-
pointing syndrome wherein each group in the system blames the other
for the failure of the schools to educate a large percentage
of minority and poor students. Since rejecting responsibility for
the lack of academic growth has become pervasive in the urban schools,
this chapter attempts to identify areas of responsibility and sug-
gests which groups can exercise the most influence in each area.
This chapter will: (1) emphasize the fact that individual principals
can effect changes in urban schools; (2) indicate that each school
has an atmosphere, or climate, which can be assessed— the principal
must accept responsibility for the climate; (3) indicate the impor-
tance of including teachers in the decision-making process of urban
schools; and (4) finally to stress the point that without participa-
tion, responsibility and accountability, the "finger-pointing" syn-
drome will continue. The major goal of this chapter will be to
review the literature that is pertinent to the points listed above
as they affect most urban schools.
Chapter III will present a case study of an intermediate school
18
in central Brooklyn, New York City. The objective of this chapter
is to give a detailed description of the attempts made in the school
to educate poor and minority young adolescents. This case study
will depict the attempts made by the principal of the school to cur-
tail the failure syndrome of the young adolescents.
Chapter IV will present background information of the develop-
ment and administration of the questionnaires used to ascertain cer-
tain perceptions and attitudes of teachers and students in an urban
middle school. The validity and reliability information on the
instrument will be given. Site descriptions and population descrip-
tions will be given for the pilot phase of the study and for the
actual research phase of the study. Finally, this chapter will
Include a description of the techniques to be used to analyze the
data gathered on the questionnaires.
Chapter V will present an evaluation of the findings. Some of
the attitudes of the faculty and the students will hopefully be
revealed. Different sets of findings will be explored in an attempt
to determine the degree to which teachers and students in the school
agree or disagree with the "effectiveness" of the school, the
"effectiveness" of the teachers and administrators, and the extent
to which community involvement makes a difference in urban middle
schools
.
Chapter VI will summarize the findings of the research; discuss
the conclusions which might be drawn from the study; and give this
19
researcher's recommendations for change based on the findings and
conclusions. Finally, this chapter will discuss the need for further
research in the area of educational renewal.
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CHAPTER II
A REVIEW OF THE LITERATURE
Introduction
Six years ago, Charles E, Silberman's Crisis In The Classroom
documented the failure of public schools, especially urban schools.^
Since 1970, the debates and articles lamenting the deplorable condi-
tions of public schools in the United States have continued. The
rhetoric has been scathing, unrelenting, and albeit justifiable.
Rhetoric, alone, changes little and in the case of urban schools,
problems have grown worse, while volumes are being generated.
Many urban school systems have, in fact, attempted significant
change-renewal with unimpressive results. To avert the spiraling
downward trend of urban education, the school systems have tried,
among other innovations: decentralization and community control,
differentiated staffing, open classrooms, schools within schools, and
alternative schools, to name a few. Critics of the urban schools, in
evaluating these "innovations," assert that the adoption of specific
changes, itself, is not sufficient to thwart the failure syndrome
^Charles E. Silberman, Crisis In The Classroom (New York:
Vintage Books, 1970).
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existing in urban schools.
Blamers or Finger Pointers in Urban Education
New attempts at minimal changes seem to be moving towards the
same ineffectiveness experienced by earlier trials. Among the reasons
offered for the retrenchment are:
1. Community leaders blame racism, ineffective
teachers, and the bureaucratic system for the
poor conditions in the schools.
2. Teachers blame the poor behavior of the students
and the environment from which they come for the
poor conditions.
3. Principals blame the educational system and the
lack of money for the plight in the schools.
Obviously, simply blaming others will not alleviate the pressures
which burden the urban schools.
The position that professional educators have defaulted on their
responsibility to provide the improvements in education deemed appro-
priate by the consumers of education—students, parents, and tax-
payers— is, however, a popular one. Several critics of urban educa-
tion have stated that:
Urban schools have flunked virtually all tests for indi-
vidual growth which would allow students a place in the
American middle class. Their high school graduates can
neither read nor compute satisfactorily. Learning
22
environments are so authoritarian as to inhibit personal
growth and satisfaction.
. . . Professional educators
excuse themselves while they continue to develop special
prognosis for the disadvantaged
.
’
An environment of charges and countercharges does not support
attempts at positive change. Responsibility for the conditions which
exist in the urban schools seems to be placed in the hands of some
amorphous group which in turn labels another group or agency as the
culprit. As stated by Atron Gentry, et al., "the articulation of the
’hopeless’ syndrome takes a variety of interlocking forms, all of
which are inadequate as explanations."^
Harvey B. Scribner, former Chancellor of New York City Public
Schools, insists that urban schools are controlled by professionals
who, in accord with their own interests, are bent on keeping the
4
balance of power leaning in their favor. The school professionals
as a class represent a major obstacle, he says, to the reform of
schools, because serious reform would threaten their dominance of the
schools. He recommends that parents be incorporated in the education
decision-making structure as one possible solution to the urban
school’s problems.
No doubt, parents and other community people should participate
^Atron Gentry, et al., Urban Education: The Hope Factor
(Philadelphia: W. B. Saunders Company, 1972), p. 64.
^
Ib id
. ,
p . 69
.
AHarvey B. Scribner, Ten Ways To Hake. Schools Work Now
(New York
Simon and Schuster, 1975), p. 78.
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in education decision-making and have greater control of their
schools; however, if the professionals continue to absolve themselves
of responsibility for making significant changes in their schools, a
void will remain. Improvements within the urban schools will be
very difficult unless the professionals fill that void.
Responsibility in the Urban Schools
It is perhaps unrealistic that any one group can be expected to
accept total responsibility for the functioning of the schools,
William Wayson points out that too many professionals in the educa-
tional system reject responsibility for black and poor children
receiving a poor education. Instead, the excuses for failure become
officially approved and the professionals place fault on some abstract
5
source
.
Educators generally agree that parents must play a major role in
directing and improving urban schools; principals and teachers must,
however, continue to be responsible and accountable for the educa-
tional climate and the academic growth of the students in their par-
ticular schools. Without responsibility and accountability of the
principals and teachers for the conditions in individual urban
schools, little hope exists for improvement.
"’William W. Wayson, Organizing Urban Schools for Responsible
Education (Washington, D. C. : ERIC Document Reproduction Service,
ED 057 130, 1970), p. 2.
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The f o] lowing review of the literature will present various
views on the principals' responsibility for the educational climate
m their schools; a definition of climate; a review of two question-
naires developed by educators to identify climate; the importance of
teachers participating in decision-making in urban schools; and the
need for an accountability model which would include parents,
principals and teachers in acceptable roles in which they could
negotiate and accept responsibility for various aspects of the urban
school's programs.
Responsibility for Conditions in Urban Schools
A study, completed by Bruce McPhearson, et al., claimed that
principals could not be labeled as the inhibitors of reform since they
were the captives of their educational environment and not changers
of it. This study seemingly absolves principals of responsibility
for the conditions in their schools. Based on a survey which was
sent to six-hundred principals in eleven states, the researchers of
the study discovered that the principals believed the type and size of
a school accounted for the greatest number of differentiations in
individual schools.
The researchers summarized that the organizational constraints
^Bruce McPhearson, et al.
,
"Principalship Is Puppetry," Education
U.S.A. (March 8, 1976), p. 161.
which prevented a principal from becoming an innovator had to change
before the general role of the principal could change. Their sum-
mary agreed with the findings of Charles E. Silberman and Seymour
Sarason. 7 Both of them concluded that principals were the victims of
the "school culture."
Altnough several educational critics have excused principals for
the conditions in urban schools, others, such as Atron Gentry, et
al.
,
George Weber and William Wayson, have cited a number of cases in
which principals have made a significant difference in improving
O
various urban schools. Charles E. Silberman and Seymour Sarason
offer that even as principals are victims of the "school culture,"
they remain the significant change factors in urban schools.
Silberman and Sarason cite instances where principals implemented
positive changes in the poor conditions existing in certain urban
9
schools. Charisma along with organizational skills are the neces-
sary ingredients which principals need in order to implement changes
7 See Silberman, Crisis In The Classroom
,
p. 321; and Seymour B.
Sarason, The Culture of the School and the Problem of Change (Boston
Allyn and Bacon, Inc., 1971), p. 10.
O
Gentry, et al.
,
The Hope Factor
, pp. 46-49; George Weber,
"Inner-City Children Can Be Taught To Read: Four Successful Schools
(Washington, D. C. : Council for Basic Education, Occasional Papers,
Number Eighteen, 1971); and Wayson, Organizing Urban Schools for
Responsible Educa tion, pp. 6-8.
^Silberman, Crisis In The Classroom
,
pp. 99-112; and Sarason,
Culture of the School and the Problem of Change, pp. 133-150.
26
in the urban schools. 10
The "Climate" of a School
A child or an adult can move from one school to another and can
be struck by the differences encountered in each school. Every
school, irrespective of its architecture or its ethnic composition,
has its individuality as a school. The individuality is called the
atmosphere, the tone, the personality, or the school’s climate.
Andrew Halpin wrote "analogously, personality is to the individual
what organizational climate is to the organization,"^
In some schools, the faculty appear to be relaxed and at ease
with each other. They seem competent and they generate a sense of
confidence. In other schools, especially urban schools, there often
seems greater tension among personnel. . The ease and competence is
noticeably absent. '*‘
2
Principals in some schools seem to emphasize authority and
status, often stressing formal. ity in dealing with others. In other
schools, the principal gives the impression of being much too busy to
10Ashton W. Higgins, "Educational Administration and
Programming—Bedford Stuyvesant, Brooklyn" (Ed .D . Dissertation,
University of Massachusetts, 1972), p. 108.
•^Andrew E. Halpin, Theory and Research in Administration (New
York: Macmillan and Company, 1966), p. 131.
12Eleanor B. Leacock, Teaching and Learning in City Schools : A
Comparative Study (New York: Basic Books, 1969), p. 41*
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give much personal attention to any individual. In some schools,
however, the principal seems to accommodate an appropriate, easy
informality without undercutting his role in the scheme of things.
The literature suggests that different circumstances affect the cli-
mate in a school; however, the burden of relieving climatic pressures
affecting the school remains with the principal. 1 '*
Assessing the Climate of Urban Schools
The climate of urban schools has been generally described as
14poor. With the increased demand for evaluation by community boards
and the federal government, however, some type of instrument may be
needed to more adequately assess the general climate of schools. Two
techniques for assessing and describing the climate of schools are
frequently cited. One technique is credited to Andrew Halpin and the
other to George Stern and Carl Steinhoff. 1 ^ Although the techniques
were not developed specifically for urban schools, their validity
1
'*Silberinan, Crisis In The Classroom , p. 104.
14James Herndon, The Way It Spozed To Be (New York: Simon and
Schuster, 1968); Jonathan Kozol, Death At An Early Age (New \ork:
Bantam Books, 1968); Silberman, Crisis In The Classroom ; and Leacock,
Teaching and Learning in City Schools .
1jAndrew Halpin and Don Croft, The Organizational Climate of
Schools (Chicago: The University of Chicago, 1963); and Carl^
Steinhof f , Organizational Climate in a School Svstem (New York:
U.S.O.E. Cooperative Research Program, Contract No. OE-4-225, Project
No. S-083
,
Syracuse University, 1965).
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remained unaltered.
^
The Organizational Climate Description Questionnaire
Andrew Halpin's Organizational Climate Description Questionnaire
(OCDQ) assumes, first, that something actually exists which can be
called school climate. Further, it assumes that a school's climate
is closely related to the perceived behavior of teachers and princi-
pals. Finally, it assumes that a written form will elicit a truer
response than one which relies on the participants' verbalizations.
The OCDQ comprises eight subsets. Four subsets describe
selected facets of the teachers' behaviors—as perceived by teachers;
and four subsets which deal with the principal's behavior—as per-
ceived by the teachers.
In his nationwide sample of schools, Halpin identified school
profiles which tended to cluster into six categories called "climate
types." He named the "climate types": autonomous climate, controlled
climate, familiar climate, paternal climate, and closed climate.''"'
7
Several questions have been raised concerning the OCDQ. Its
six "climate types" seemed arbitrary. Other researchers have
identified both fewer and more "types." Research has also shown that
16Robert Owens and Carl Steinhoff, "Strategies for Improving the
Effectiveness of Inner-City Schools," Phi Delta Kappan , No. 5
(January, 1969), p. 262.
^ Halpin and Croft, The Organizational Climate of Schools ,
pp. 60-66.
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principals' perceptions measured through the OCDQ tended to be
®^8^i ^ leant ly different than the perceptions of teachers in the same
, . 18
schools.
The Organizational Climate Index
George G. Stern and Carl R. Steinhoff developed another approach
to the description and measurement of climate in schools. The mea-
surement is called "The Organizational Climate Index" (OCI). 1 " To
measure the climate of a particular school, teachers are presented
with three-hundred statements which could apply to their school.
Teachers are then asked to mark these statements true or false, as
applicable to their schools. Analysis of the data, returned from the
Syracuse, New York public schools, led to the formulation of six OCI
index factors. The six factors were: intellectual climate, achieve-
ment standard, practicalness, supportiveness, orderliness, and
impulse control.
The OCI data collected from a study of fourteen public schools
by Robert Owens and Carl Steinhoff illustrated one way that this
20
assessment technique may be used. The schools studied were
18j. Foster Watkins, "The OCDQ: An Application and Some
Implications," Educational Administration Quarterly , No. 2 (Spring,
1968)
,
pp. 57-58
.
^Steinhoff, Organizational Climate in a Public School System.
200wens and Steinhoff, "Strategies for Improving the Effective-
ness of Inner-City Schools," p. 261.
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participants in a large-scale project designed to improve the educa-
tion of socially disadvantaged pupils." The OCI score for each
school was calculated. The calculations indicated that the schools
(initially believed to be alike) were not only not alike— in terms
of their organizational climate—but also they exhibited a variety
of climate types that were not clustered nor likely to have occurred
by chance. The data indicated that there wTere schools in which there
was little chance to be self-actualizing, a situation in which free-
dom was inhibited. In contrast, other schools, based on the data,
had environments in which few factors were considered inhibiting.
Does it matter if an investigator finds the organizational cli-
mate of an urban school opened or closed? The information acquired
may be used as a point of reference to discuss solutions to problems.
A climate profile might also be considered a better criterion of a
school's effectiveness than many of the measures currently used by
21
administrators. The data from this kind of assessment could pro-
vide the valuable feedback information important in the struggle to
improve conditions in many urban schools.
The measures of school climate can be valuable tools. The data
acquired can be useful but cannot be considered as mechanisms which
produce change. It remains the responsibility of the principal to
confront and resolve the problems which remain pervasive in the urban
^Robert Owens, Organizational Behavior In Schools (Englewood
Cliffs, New Jersey: Prentice-Hall, Inc., 1970), p. 194.
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schools. The faculty, students and parents continue to be untapped
resources which can be utilized to resolve many of the school’s
problems. The principal's position can likely be used to encourage
the groups to participate and change the climate of the school to one
that may be considered positive by the consumers of education.
Teacher Involvement in Urban Schools
Attempts at reform in urban schools that exclude teachers have
seemed predisposed toward disaster. Often decisions have come from
central boards or district offices which demand that certain changes
be effected throughout a school by a certain date. Teachers go
through the motions of effecting the changes but generally the
ordered changes are ignored. Responsibility for the change is denied
by the teachers and the "blame cycle" begins.
Seymour Sarason commented that teachers function independently
in their classrooms; and within their school, they have relatively
22little to do with each other. Teachers seldom think of themselves
as part of a viable group that discusses, plans, and participates in
making educational decisions. They have seemingly been treated as
infants incapable of making decisions about the educational process.
Consequently, they are reminded that the school and its efforts are
22Sarason, The Culture of the School and the Problem of Change ,
p. 113.
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out of their touch. William Wayson says that teachers begin to behave
as expected and psychologically they withdraw their efforts to pro-
duce, though for survival they will defend the school if they feel
23personally attacked.
Dee Schofield, based on his study, insisted that many teachers
considered their only responsibility in the school to be their indi-
vidual classrooms. Schofield suggested that the schools have become
a mixture of strangers at one place attempting to avoid one another.
No doubt, an undeclared war against reform results. 2/+
A Successful Urban School
William Wayson described the Dr. Martin Luther King School in
Syracuse, New York as an urban school in which the principal involved
25the teachers in a common purpose. The staff identified several
problems. Next, they cooperated with the administrators, parents and
students to ameliorate the problems. The teachers became involved in
choosing methods and materials for instruction, scheduling and organ-
izing time and space, and grouping the students. The principal
^Wayson, Organizing Urban Schools for Responsible Education ,
p. 6.
2 Z
*L)ee Schofield, Conflict Management in Education
(Washington, D. C.: ERIC Document Reproduction Service, ED 101 414,
1972), p. 9.
^Wayson, Organizing Urban Schools for Responsible Education ,
p. 7.
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encouraged communication from all possible levels.
Success at the Dr. Martin Luther King School indicates that
there remains the possibility for moving towards a different system
of involvement and responsibility within individual urban schools.
A system involving the faculty in processes that offer a potential
for continual reconstruction within the school programs seems to be
the only way to assure that the teacher’s learning and the students'
learning will continue to remain relevant to the environment within
which learning is taking place. This concept of teacher involvement
and responsibility has been expounded upon by various educational
26
critics
.
Of course, schools, like all other human institutions, will
likely never experience one-hundred percent cooperation and support
from all the people who contribute to them. To work in any organi-
zation means to work with fallible people. One does not need more
than a fraction of the total to make remarkable progress. To focus
on those who will not move means that no one moves.
Excessive Involvement of Teachers
*
Though research indicates that participation by teachers in
decision making benefits a school, there is evidence that involvement
“Arthur Blumberg , et al., "An Inner-City School That Changed
and Continued to Change," Education and Urban Society,
Vol. VI, ho. 2
(February, 1974), pp. 222-238.
3 '*
can be seen as overburdensome
.
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Excessive involvement can produce
resentment and resistance. Teachers want the principal to settle
his/her own problems and they have indicated that they do not want to
be excessively tied up in committee work. There are some decisions
which teachers feel the administrator must make for himself /herself
,
because he/ she is paid to make them.
Edwin Bridges suggested the following rules of thumb for a
principal to use in identifying which decisions should involve the
28
staff. First, the test of relevance should be considered. When
the teachers’ personal stake in the decisions are high, then interest
in participation should be high. Problems which clearly meet this
test concern teaching methods and materials, discipline, curriculum,
and organizing for instruction.
Second, the test of expertise should be weighed. It is not
enough for the teacher to have a stake in the decision. If one
expects participation to be meaningful and significant, the teacher
must be competent to contribute effectively. In dealing with the
Physical Education Department's program schedule, for example, Science
teachers may be fitted by training and experience to contribute
little or nothing.
Third, the test of jurisdiction must not be ignored.
^Edwin M. Bridges, "Teacher Participation in Decision Making,"
The Administrator’s Notebook XII (May, 1964), pp . 118-122.
28
I.bid
. ,
pp. 118-122.
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Participation in the making of decisions which the group cannot
implement can lead to frustration at least as great as simple
non-participation
.
Bridges suggested that once a principal determines that a
given problem meets the three tests sufficiently to warrant
teacher participation, he/she must answer two further questions.
One, at what point in the decision-making process should teachers
be included? And, two, in what way should the teachers participate
when he/she includes them? The choices made by the principal with
regard to these two points will largely determine how much freedom
and power the teachers will actually possess for materially affect-
ing the selection of possible alternative action in their
schools
.
Involvement and Accountability
Many principals fear the consequences of bad decisions and
prohibit all other members of the organization from making any
decisions. As a result, vital decisions do not get made. No
doubt
accountability and production are best promoted if basic decisions
are made close to the problem and if the natural
consequences of
the decision become readily apparent to the person or
persons who
made the decisions. Public schools, however, seem to
continue to
support a highly restricted and non-responsible role for
all
36
i
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personnel
.
Mario D. Fantini insisted that the professionals in the urban
schools should be held accountable for what occurs in their schools.
He writes that radical reform must occur in the schools, however,
30before accountability models can work.
Charles V. Hamilton suggested that professionals in urban
schools interpret accountability to be a weapon developed to use
O I
against them by community control advocates. The assumption by
community control advocates seems to be that educators have vested
interest in themselves only and not in the students. Until princi-
pals can encourage teachers to participate in decision-making,
effect a positive climate in the school, and the teachers accept
responsibility for their decisions, accountability models will remain
exploratory and tentative.
Accountability Models
Product-management models of accountability have been considered
for public schools. The product-management model focuses on a
29IIario D. Fantini, "Needed: Radical Reform of Schools to Make
Accountability Work," Nations Schools (May, 1972), pp. 56-58.
30
Ibid.
^Charles V. Hamilton, "Race and Education: A Search for
Legitimacy," Harvard Education Review , 38 (Fall, 1968),
pp. 669-684
.
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product-delivery system. The advocates of this model interpret the
product to be the achievement level of the learner measured subse-
quent to a given period of exposure to formal education. Cost and
efficiency have been the criteria for evaluating the product. The
professional educators have been named the producers and designated
accountable for some part of the delivery system. Individual
educators could be held accountable for the success or failure of
the product.
Henry Dyer and Stephen Barro have both developed accountability
models which stress the concept of joint accountability by the entire
33faculty and the administrators. The models do not hold any one
individual accountable for failures or successes in a school. Neither
model has been implemented on any mass scale.
Harriet Talmage and George Monroe developed a different type of
34
accountability model. In their model, accountability is derived
from the perceived expectations among those groups participating in
"^John D. Kennedy, "Planning for Accountability Via Management
by Objectives," Journal of Secondary Education , 45 (Spring, 1970),
pp. 348-354.
^Stephen M. Barro, "An Approach to Developing Accountability
Measures for the Public Schools," Phi Delta Kappan , 52 (December,
1970), pp. 196-206; and Henry S. Dyer, "Toward Objective Criteria of
Professional Accountability in the Schools of New York City," Phi
Delta Kappan
,
52 (December, 1970), pp. 206-211.
"^Harriet Talmage and George E, Monroe, "Accountability as
Negotiation of Perceived Expectations," Contemporary Education , 53
(April, 1972), pp. 245-250.'
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what they call a "school/community social system." The participating
groups in their model are: the school personnel, the students'
parents (those who express individual concern relative to their own
children)
,
and the community people (those who may voice more global
concerns relative to the school /community relationships).
The Talmage-Monroe model recognizes that perceptions of goals,
objectives, and responsibilities differ among the three groups. All
participants in this social system, therefore, need to bring their
perceptions of decision-making and responsibilities in line with the
perceptions of the other participants in order to gain agreement on
role behavior.
The essential elements of the model are:
1. It involves reciprocal relationships.
2. It recognizes each party as having differing
responsibilities relative to the other groups.
3. It acknowledges that relationships exist between
the various groups and the educational institu-
tion.
A. It holds that relationships exist among the vari-
ous groups.
5. It maintains that these interacting relationships
carry differing expectations of the others' roles.
6. It assumes that through the process of negotiation
the interacting groups can bring their differing
39
perceptions into closer congruence.
According to their model, decision-making, responsibility, and
accountability should be considered interdependent terms. When a
participant in a social system has decision-making obligations, he
tends to accept responsibilities which form the basis for account-
ability. Until responsibility becomes mutually perceived as an
individual group-function in the urban schools, accountability will
not function as a viable system.
Today, there appears to be little in the research nature that
purports to support or denounce the Talmage-Monroe model. Allan
Ornstein and Harriet Talmage have completed an exploratory study
which indicated several problems that a principal may encounter if
O C.
he/she attempts to use the social systems model in his/her school. c
Their study showed that the inner-city teachers surveyed appeared
less favorable to parent and community members making decisions about
teacher personnel than the suburban teacher groups. The suburban
teacher groups seemed more likely to look positively on parent par-
ticipation in curriculum decision-making than the inner-city teacher
groups. The study suggested that inner-city teachers opposed being
held accountable to the parents and the community people for their
-^ Ibid
.
,
p. 247 .
^Harriet Talmage and Allan C. Ornstein, "Teachers' Perceptions
of Decision-Naking Roles and Responsibilities in Defining Account-
ability," Journal on Negro Education , 42 (Spring, 1973), pp. 212-221.
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instructional performances.
Conclusion
No person who participates in the education-process can be per-
mitted to ignore or reject his/her responsibility for the education
of the students. Principals are the appointed or selected leaders
in the schools; therefore, they must assume leadership in their
individual schools. They should also assume responsibility and
accept accountability for the conditions and the climate in their
schools. It appears that principals need charisma and organiza-
tional skills to become and remain successful in the urban schools.
Teachers must be encouraged by the principal to participate in
the decision-making process in the school. After many years of
neglect, many teachers have retreated into their classrooms and
refuse to accept responsibility for anything that occurred, or occurs
in the schools. That type of behavior should be discouraged.
Parents and other community people must also be encouraged to
participate in the decision-making process in the schools. The
principal and the teachers, however, must honestly work together to
resolve many of the educational problems which remain evident in the
urban schools. Principals and teachers cannot reject responsibility
for the poor conditions and the failures in their schools,
nor, it
would seem, can the parents and the community people.
Education must be a joint effort of the school, the home and
the community,
involved, accept
in the school.
Each group, including
responsibility and be
Change-renewal remains
Participation.
the students, should become
accountable for achievement
unlikely without their active
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CHAPTER III
INTERMEDIATE SCHOOL XYZ* — A CASE STUDY
The purpose of this chapter is to focus on several problems which
a principal encountered in an urban intermediate school in central
Brooklyn, New York, over a period of eight years. The roles of urban
intermediate school principals continue to be very difficult ones.
The varied problems which principals encounter, however, must be con-
fronted and resolved in individual schools.
The case study reveals several of the complexities which confront
principals of urban intermediate schools. Although the principal in
this study attempted to initiate several innovations in the school,
she failed to include the teachers and the students in the plans for
implementing the changes. Without the cooperation of the teachers and
the students, implementation of the changes failed. The case study
suggests that change-renewal will not occur by fiat.
Intermediate School XYZ is located in a section of Brooklyn,
New York, known as Bedford Stuyvesant. Bedford Stuyvesant is con-
sidered one of the largest black ghettoes in the United States. The
area is characterized by its many dilapidated houses, a high rate of
*The names of individuals and schools in this case study
have-
been changed to avoid obvious identification.
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unemployment and a soaring crime rate. "As an urban community, its
basic problem is poverty: this includes unemployment, inadequate
education, commercial decline, deteriorating houses, overcrowding
and diseases."'*'
Bedford Stuyvesant was once considered an affluent and racially
balanced area. The depression of the 1930's, however, led to numerous
foreclosures and a rapid decline in property values. Whites moved to
other sections of Brooklyn, but racial discrimination and blockbusting
tactics prevented blacks from moving to other neighborhoods on an
equal basis. Blacks, in general, had to buy homes or live in tene-
ments or converted houses in the area. By 1945, the area, which had
been seventy-five percent white, became a black ghetto. By 1960,
the population of Bedford Stuyvesant was seventy-two percent black,
,
.
2
twelve percent Puerto Rican, and sixteen percent white.
According to the Planning Commission of New York, it is difficult
to determine the total population of Bedford Stuyvesant; however, the
1960 census did indicate that at least twenty-five percent of the
.
3
residents in the area lived in overcrowded housing conditions.
Today, Bedford Stuyvesant has a personality which reflects
1Franklin A. Thomas, President, Bedford Stuyvesant Restoration
Corporation Annual Report , 1968, p. 1.
^New York City Planning Commission, Plan for New York Ci_t^ , No.
3, Brooklyn (New York) , 1969, p. 40.
^Tbid.
,
p . 40.
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diversity. Dilapidated tenements, rooming houses and the vacant lots
of urban renewal may comprise one block, while the next block is one
or two family refurbished brownstone houses, considered landmarks by
the Landmark Preservation Committee of New York/* This section of
Brooklyn also has several public schools. Among them is I.S. XYZ.
I.S. XYZ opened in 1955 as a junior high school; that is, it
contained grades seven, eight and nine. In 1964, the Central Board
restructured it as an intermediate school containing grades six, seven
and eight. The Central Board also recommended that at the end of the
fifth grade, children in the city of New York should be removed from
racially balanced elementary schools and placed in the city's "new"
racially balanced intermediate schools. During the period of 1964 to
1970, the Board expected that the abolition of the junior high schools
would prevent future growth of the number of upper level ghetto
schools.'* The feeding patterns of the elementary schools in New York
City did not change, and I.S, XYZ remained a racially isolated school.
As a result of its racial isolation, the Board of Education classi-
fied I.S. XYZ a "special service" school.
A "special service" school is, by the School Board s definition,
a school having a high incidence of special needs requiring additional
^Landmark Preservation Committee, Stuvvesant
District Designation Report (Ne\7 York), 19/1.
^Desegregating the Public Schools of New York (A Report prepared
for th¥~Boa”rd~ of Education of the City of New York, May 12, 1964).
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services. The schools were identified by a statistical index, pre-
pai ed by the Board of Education, that included measures of pupil
mobility, percent of pupils receiving free lunches, number of teachers
in permanent license, and the results from reading tests/1
The term "special service" school replaced earlier titles, such
as "difficult school" or "rotation school." The Board of Education
insisted that students attending the schools had missed certain
experiences which benefit learning in a school. The experiences which
they missed tend to develop concepts, abilities and attitudes favor-
able to school success/ The "special service" schools received addi-
tional personnel, textbooks, other instructional materials, and
smaller average class sizes than other schools in an effort to pro-
vide compensatory measures to overcome the learning disadvantages
g
caused by social and economic deprivation. I.S. XYZ has received
most of the special services since 1963.
In 1967
,
as the emphasis on community control instead of integra-
tion increased, a community group in Bedford Stuyvesant pressured the
Board of Education to remove the principal of I.S. XYZ. Members of
the group considered the principal insensitive to the needs of the
^Toward Greater Opportunity: A Progress Report from the
Superintendent of Schools Dealing with Implementation of Recommenda-
tions of the Commission on Integration (New York: Board oi Education,
City of New York, June, 1960), pp. 10-15.
^ Ibid.
,
p . 12.
^Ibia.
,
p. 13.
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students and the community. They insisted that the principal refused
them permission to enter the classrooms and rate teaching abilities
of the teachers. Members of the group also emphasized the fact that
a large percentage of the students in the school (99.5 percent of whom
were black and .5 percent were Puerto Rican) scored at least two years
below grade level in comparison to the national reading scores on
achievement tests.
In addition to the academic difficulties, the school experienced
many discipline problems. Teachers constantly reported students for
fighting among themselves and for assaulting teachers. Parents
indicted the principal and the teachers for the poor tone of the
school. The school was also experiencing the intervention of "mili-
tant" parent groups as well as the Brooklyn Chapter of the Congress
of Racial Equality (C.O.R.E.). The president of C.O.R.E, assured the
parents in the community that his organization would support the
parents when disputes arose between the school authorities and parents
or students. As a result of the intervention of C.O.R.E. , the
principal v/as assigned to the Board of Education.
A white female principal replaced the principal in April, 1967.
The community search committee interviewed her and scrutinized her
credentials prior to hiring her. The new principal, Ms. Brien,
informed the staff at her first faculty conference that as the
repre-
sentative of the parents and the students, she would make every
attempt to serve the community and the students. The door
to her
office, she stated, would always remain opened to parents, students
and teachers. Parents, she insisted, would be welcomed to walk
through or inspect the school at any time.
Several staff members expressed immediate dissatisfaction and
resentment towards the new principal. Devotees to the former princi-
pal voiced their indignation at the principal's pampering the stu-
dents and the parents. They accused her of being too "easy" with the
students. The punishments, meted out by the principal for the stu-
dents, were not considered severe enough. Several teachers requested
transfers to different schools. The transfers were granted.
The following school year, a breach between the United Federation
of Teachers (the teachers' union) and the Ocean-Hill Brownsville
experimental school district developed. The rift affected the entire
city of New York. The experimental school district which lay between
two recognized communities, Bedford Stuyvesant and Brownsville, was
led by P.hody McCoy. McCoy had expressed his beliefs to the news media
that the school system benefited the school staffs more than its stu-
dents. He asserted that the high rate of failure among minority
9
children was not accidental.
His views were paralleled by those of Marilyn Gittell, the chief
consultant to the Bundy Panel. This panel prepared the school
decentralization plan for New York City. Gittell asserted that the
9Rhody McCoy, "A Black Educator Assails the 'White'
System,"
Phi Delta Kappan, April, 1968, pp. 448-449.
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New York City school system resisted fundamental changes due to the
monopolization of power by the central Board of Education's super-
visory staff. In other words, the school system failed because par-
ticipation in policy making was denied to all but a handful of inbred,
professional bureaucrats. In a book titled Participants and
Participation , ^ Ms. Gittell's views became widely circulated.
David Rogers' book, 110 Livingston Street ,*''*' also widely circu-
lated, concentrated reform proposals on rearranging the administrative
bureaucrats at the upper levels of the Board of Education. In his
book, he suggested that the reorganization of the Board of Education
would effect increased community and parental participation. An
increase of democracy at the top, he insisted, would insure some of
it trickling down to the communities and the poor.
The teachers' union, along with the Council of Supervisory
Associations (the supervisors' union)
,
stated their fears of the
proposed changes recommended by McCoy, Gittell and Rogers. The union
members feared that if power were given to the community boards, they
could be fired at the will of the boards. Union members also demanded
that stricter control be exercised by principals over disruptive stu-
dents. Since the principals suspended black and Puerto Rican students
10Marilyn Gittell, Participants and Participation (New York:
Praeger Publishers, 1967), pp. 42-44.
David Rogers, 11 0 Livingston Street: Politics and Bureaucracvv
in the New York City School System (New York: Random
House, Vintage,
1969 )'.
~
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in disproportionate numbers, various community groups rejected the
demands of the teachers' union. Teachers' demands could be inter-
preted as an attempt to put black and Puerto Rican students out of
school more easily.^
i’he community boards began demanding the right to make decisions
on their own. No longer did they accept the decisions sent "down"
by the Board of Education as sacrosanct. Along with decision—making
powers, they expected legitimacy and authority. They expected to
deal with the unions on an employer-employee basis.
In the spring of 1968, with the escalation of the demand for
black power and decentralization, McCoy and other community leaders
voiced their dissatisfaction with "community control" as it existed,
labeling it tokenism. In an attempt to force a confrontation with
the Board of Education, McCoy and the governing board of 0cean-Hi3.1
Brownsville tried to remove nineteen teachers from the schools in the
district
.
The U.F.T. demanded that the teachers be returned to their class-
rooms. The governing board insisted that the unwanted personnel
could not return to its schools again. The confrontation resulted
in many of the teachers in Ocean-Hill Brownsville striking the entire
district. The community board prepared to fire each one of the
12Diane Ravitch, The Great School Wars: New York City -- A
History o f the Public Schools as Battlefield of Social Change (New
York: Basic Books, Inc., 1974), p. 327.
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teachers who struck.
Fifty-four thousand of the fifty-seven thousand teachers in New
York City joined the strike on September 8, 1968 throughout the city
of New York. The strike lasted two days. The Board of Education and
the U.F.T. reached an agreement that the teachers could return to the
schools in Ocean—Hill Brownsville. The community board refused to
reinstate the U.F.T. teachers. The second strike began on
September 12, 1968. It did not end until September 30th of the same
year
.
The refusal by the community board to compromise resulted in a
prolonged teachers’ strike throughout New York City. The tension
caused by the strike resulted in several individuals from the
Brownsville Community exposing their feelings of racism and separat-
ism. Potential friends of community control and the Ocean-Hill
Brownsville district denounced the racist statements and labeled the
experimental district a failure. Political and personal concerns
overshadowed the importance of improving the educational environment
for the students. The U.F.T. won the right to reinstate teachers in
the classrooms. Within three years, the Ocean-Hill Brownsville
experimental district was dissolved and absorbed into Brooklyn's
13
District Twenty-Three.
Both the communities and the unions lost the "war." Many of the
13Ibid
. ,
p. 377 .
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conmmnity leaders and had been as opposed to empowering the poor in
much the same way as the bureaucrats had. As stated by Diane
Ravitch:
. the governing board did not serve the interests of
14blacks and Puerto Ricans well." The teachers' and the supervisors'
unions lost their images of idealistic and socially progressive
unions. They became political powers in the state and city of New
York; however, their credibility as unions interested in the improve-
ment of the education of blacks and other minorities was lost.^
During the teachers' strike in September, 1968, I.S. XYZ remained
open. Ms. Brien stated her rejection of the strike. She informed
the staff, prior to the strike, that the parents from the community
would look upon participation in the strike as a denouncement of the
community and the children. She also explained to the staff that
participants in the strike would be dealt with severely. Three
teachers participated in the strike; however, they did not picket
their own school. Two of them transferred to other schools when the
strike ended.
In 1969, four assistant principals also requested transfers from
the school. The Board of Education granted them the transfers.
Ms. Brien, with the cooperation of the parents' association, selected
four new assistant principals who met their criteria of competency
•^ Ibid
.
,
p. 388,
15Mario D. Fantini and Marilyn Gittell, Decent ral ization
Achieving Reform (New York: Praeger Publishers, 1973), p. 62
and sensitivity to the needs of the students and the community. Two
of them were black and had previously been members of the faculty.
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That same year, Ms. Brien informed the staff that the school
would be organized into mini-schools, or schools within a school.
The plan was to have four or five teachers, as a team, work with one
hundred twenty-five students. Each student would be a member of a
class and belong to a mini-school. (Classes were still organized
homogeneously.) The teachers within a family were given common
periods, when possible, to plan and develop strategies to improve
their individual mini-schools. Nevertheless, the attitude of the
teachers appeared to be one of apathy. Many of them requested a
definite answer concerning administrative policies for disruptive
students. Teachers wanted to know how these students would be
disciplined. No satisfactory answer was given. The mini-school
structure was effected that year; but, disruptions were widespread.
There were numerous fire alarms and bomb scares, large numbers of
students in the corridors, fires set and overall despair in the
school
.
That spring, a parent accused one of the teachers of physically
manhandling a student. A community organization demanded that the
teacher be dismissed from the school. The other faculty members
voiced support for the teacher. Ms. Brien supported the
decision of
the community organization. The Board of Education
transferred the
teacher to another school in a different section of
Brooklyn.
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Several other teachers requested transfers that year as a result of
this incident.
In the fall of 1970, Ms. Brien introduced another method of
scheduling to the staff. She informed the staff that within the mini-
school structure, flexible scheduling" would be used. Each period
of instruction would be sixty minutes. Periods would be divided into
three twenty-minute modules. Depending upon the needs of individu
students, students would be sent to different teachers who would
assist them in learning and improving specific skills. Teachers
voiced their criticism of the proposed program.
At the end of the first two weeks, it became obvious that several
problems confronted the teachers and the students. Students appeared
confused by the new scheduling. Teachers complained about the bells
ringing every twenty minutes. The number of students constantly in
the corridors, along with the noise and the fire alarms, made it
difficult to accomplish very much in the classrooms.
In mid-November, Ms. Brien agreed that the situation had become
extremely chaotic. She had the students re-programmed into the mini-
school concept but without the flexible scheduling. Little difference
in the climate of the school occurred after discontinuing the flexi-
ble scheduling. Large numbers of students loitered in the corridors.
Teacher absenteeism continued and teacher apathy seemed to increase.
In September, 1970, I.S. XYZ became a school within one of
thirty-two school districts in the city of New York. A community
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board was elected and the members selected a district superintendent.
I.S, XYZ became one of four "in-between" schools in the district.
Two of the schools became intermediate and two remained junior high
schools
.
In I.S. XYZ, a parents’ association opened an office. The
president of the association used the office for conferences with
other parents. Few parents participated in the parents' associa-
tion s activities; but the president was an influential member of the
community. She seemed to be a buffer between the school and the
community organizations. Very little contact existed between members
of the parents’ association and the teachers.
During the next two years, few instructional changes or attempts
at improvement occurred in the school. The problems with the large
numbers of children in the corridors, with discipline, teacher
absenteeism, truancy and low reading scores remained prevalent in the
school. In June, 1972, Ms. Brien received an unsatisfactory rating
from the superintendent of the district. She challenged the rating.
At a hearing before the community board, members decided to overrule
the unsatisfactory rating and replace it with a satisfactory one.
In September of 1973, Brooklyn College cooperated with I.S. XYZ
in establishing a pre- teacher education program within the school.
The college proposed to involve prospective teachers from the college
in the dynamics of urban school life at their sophomore year. The
prospective teachers tutored students and cooperated with individual
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teachers during the year. Too often, however, the teachers assigned
the college sophomores students who were uncooperative in the class-
room. The pupils also refused to cooperate with the college stu-
dents.
That same year, the principal informed the staff that they
should plan to individualize instruction in their subject classes.
The professors from the Brooklyn College program organized workshops
to aid the teachers. Fellow teachers relieved teachers of their
subject classes to attend the workshops. Teachers attended the work-
shops, but vented a great deal of anger towards the Brooklyn College
professors. They voiced indignation that the Brooklyn College pro-
gram only operated in the school for one year, yet the professors
from the college openly criticized the teachers and the school. The
teaching staff at I.S. XYZ condemned individualization of instruction
as another theoretical program offered as a panacea by an outside
agency which did not understand the plight of the teachers or the
students.
Teachers, however, did not implement individualization of
instruction to any large degree in their classrooms. At the close
of the school year, the Brooklyn College program ended. The Federal
Government did not refund the program and neither the professors nor
the college students returned in 1974.
In 1974, no visible parents' association existed in the school.
The parents' association office remained closed throughout the year.
56
The school climate appeared similar to previous years. Only 9.4 per-
cent of the students scored on or above grade level; large numbers
of internal tardinesses persisted; the fire alarms rang several times
each day; the rate of pupil and teacher absence remained high; and
additional cutbacks in the staff persisted.
In September, 1975, the United Federation of Teachers called a
strike because of the planned cutbacks and the failure to negotiate a
contract with the Board of Education and the City of New York. The
teachers at I.S. XYZ voted to support the strike. Seven teachers
entered the school during this strike. The principal had coffee and
cake brought to the teachers who picketed.
The strike lasted one week. The teachers returned to work with
further cutbacks, larger teaching loads, and larger class sizes. At
the close of the school year, 210 eighth graders received diplomas,
94 received certificates, 135 were transferred to high schools, and
28 were held over based on their reading scores. The changes in this
year did nothing to improve any observable conditions in the school.
In September, 1976, the district office designated I.S. XYZ a
seventh and eighth grade school. There were further cutbacks in
staff and finances.
Many teachers voiced the opinion that, henceforth, their concerns
would not extend beyond the boundaries of their individual classrooms.
This attitude has contributed to the refusal of many teachers to
cooperate in correcting the problems of the students in the corridors.
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Rarely will a teacher Interfere with or encourage the students to go
into their classrooms. A major complaint of the district superin-
tendent of I.S. XYZ has been that large numbers of students loiter in
the corridors. fhe disturbances which they create have led to the
disruption of many classes.
The lack of significant improvement in the reading scores of
most of the students also continues to be a major problem of the
school. Of the junior high and intermediate schools in New York City,
the percentage of students in I.S. XYZ reading at or above grade
level ranks below the fifteenth percentile.
From the years 1971 to 1974, fewer than sixteen percent of the
students attending I.S. XYZ scored at or above grade level on the
Metropolitan Achievement Test. In 1975, more than twenty percent of
the students scored at or above grade level on the New York City
Reading Test which replaced the Metropolitan Achievement Test.
Although there appeared to be an increase in the number of students
reading at or above grade level in 1975, the difference might be
attributed to the "new" test. The school’s ranking for students
reading at or above grade level remained in the exact position as
1974.
No doubt, without the cooperation of teachers in planning and
developing programs which attempt to correct the reading problems,
change-renewal will not occur in the school. Teachers, administra-
tors, parents and students need to address themselves to the reasons
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why the students are not in the classroom. Efforts to provide
meaningful experiences for students once they attend classes might
then be forthcoming.
Educators generally agree that change cannot be dictated "from
above. Ihere should be joint involvement, commitment, responsi-
bility, and accountability by each group that participates in a learn-
ing environment.
The principal of I.S. XYZ established the foundation for involv-
ing parents in the education process at the school; however
,
the
necessary commitment needed to minimize the problems in the school
still appeared lacking. To involve parents in a situation that pro-
fessionals cannot or refuse to solve seems unfair to those parents
wanting to participate. Parents can offer suggestions, criticize and
condemn unfavorable conditions in the school; but they cannot be
expected to solve all the problems.
It would seem that any principal who accepts leadership in a
school should utilize every resource in the school—that includes:
teachers, parents and students. Each group and each person should,
in all probability, participate in decision-making that affects them.
With this participation goes acceptance of responsibility and
accountability for their decisions.
How to encourage teachers and students to participate in the
planning process in the urban schools continues to be a problem.
After many years of being ignored, it remains essential that the two
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groups be encouraged to participate in the planning and accept
responsibility and accountability for what occurs in their school.
The principal’s role can be that of initiating strategies to include
parents, teachers and students in plans for change. He/she can then
include each group in the implementation of change-renewal.
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CHAPTER IV
METHODOLOGY
The purpose of this study was to develop an instrument for col-
lecting data which could be used to ascertain certain opinions and
perceptions of teachers and students in urban intermediate (middle)
schools. This chapter consists of an explanation of the development
of the instrument and a description of the research design which
includes: the pilot phase, the population that was sampled and the
administration of the instrument. This chapter also includes a
description of the techniques used to analyze the data gathered.
Development of the Instruments
In order to develop the instrument which could be used to gather
data in urban middle schools, this researcher conferred with a number
of people who displayed interest in change in the urban middle schools.
The researcher refers to the individuals who volunteered to comment
I
and make recommendations which lead to the development oi the instTu-
ments as the ''panel members .' 1 They were specialists in the areas of
instruction, curriculum, administration and guidance in the urban mid-
dle schools. The panel members included:
j
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Three professors of education at the University
of Massachusetts/Amherst;
Two principals of urban intermediate schools;
— Two guidance counselors from an urban interme-
diate school;
Three teachers from urban intermediate schools.
Description of the Instruments
Because of the varied factors which affect urban intermediate
schools, directly or indirectly, this researcher and the panel members
decided to develop two questionnaires which would facilitate the data
collection. The questionnaires developed for teachers and students
provided the respondents with an opportunity to register specific
perceptions which they had of education, in general, and their urban
intermediate school, in particular. The questionnaires were titled:
"Urban Intermediate School Faculty Questionnaire" and "Urban Interme-
diate School Student Questionnaire." (The two questionnaires are
located in Appendices A and B.)
The questionnaires for students and teachers were identical
except for the demographic questions and the "Introduction" top sheet.
(The "Introduction" top sheet is found in Appendix A.) The question-
naires were divided into six sections:
— Section I contained demographic data;
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Sections II, III, IV, V, and VI were designed to
ascertain the respondents' attitudes and percep-
tions of certain factors which they believed
would affect urban education. (See Table 4.1 for
topic headings.)
Each section, except Sections I and VI, contained a topic heading fol-
lowed by ten statements (items) relevant to each topic. Respondents
were requested to indicate the extent of importance they considered
each statement by circling one of the responses that followed each
statement. The possible responses were: "Very Important," "Impor-
tant," "Undecided," "Unimportant," and "Very Unimportant."
Section VI consisted of six statements (items) and was designed
to determine the extent the respondents "agreed" or "disagreed" with
the academic programs and the educational environment in their school.
The section also contained three open-ended statements to be com-
pleted by the respondents.
The "Introduction" top sheet (see Appendix A) stated the purpose
of the study and the importance of the respondents' feedback. The
researcher designed it to convey to the respondents that their opin-
ions were of value and that the results of the questionnaire would be
shared with them. Since the respondents were asked to reveal personal
attitudes, information which might identify them, personally, was not
included.
For the convenience of the respondent, the researcher decided to
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TABLE 4.1
TOPIC HEADINGS OF THE QUESTIONNAIRE
Section Topic Headings
Number of
Statements
I Background Information
II Attitudes Toward Experiences of
Students 10
III Attitudes Toward Parent Involve-
ment. 10
IV Attitudes Toward Teacher Involve-
ment and Experiences 10
V Attitudes Toward the Leadership
of the Principal and Assistant
Principals 10
VI Academic Progress and the School’s
Learning Environment 6
Total Statements 46
place the instructions on the left side and continue the statements
and responses on the right side pages. The questionnaire could then
open out like a booklet.
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Content Validity
The reseacher presented statements listed under five categories
to the panel members. They selected statements which they considered
important and were a good sample of the universe (i.e., the total
pool of potential items) . They also eliminated the statements they
considered unimportant. The panel members agreed the questionnaire
would serve its stated purpose.
Research Design
Pilot Study
Pilot Site. The researcher conducted a pilot study at an after-
school center in central Brooklyn, New York. The site was selected
because the teachers and the students reflected the type of group
composition to appear in the sampled research population.
Pilot Population . Forty eighth grade students and five teachers
who frequented and worked at the center completed the questionnaires.
The researcher, with the assistance of the after-school
director,
administered the questionnaires. The researcher and the
director had
to read the statements to students who had severe reading
difficulties
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The students completed the questionnaire within forty-five minutes.
The five teachers completed the questionnaires and returned them to
the researcher that afternoon.
Rel iability
. The researcher used the data from the pilot study
in a split-half reliability test to assess the stability of the
instrument. The split-half reliability was found by correlating the
scores of odd items with the even items. The Spearman Rank Order
Correlation Coefficient was used to determine reliability of partici-
pants’ responses. A correlation coefficient of .92 was found for
teachers and .82 for students in the pilot study.
Research Procedures
Site
After determining the content validity with the aid of the panel
members, and testing the reliability of the instrument, the
researcher scheduled a meeting with the principal of I.S. XYZ to
obtain permission to conduct the study. The researcher selected
I.S. XYZ because of its characteristics as an urban middle school.
The principal . had been a "panel member" and had stated she would
cooperate with the researcher. She and her assistants reviewed the
questionnaires and consented to permit the study but. wdth four
restraints
:
1. The questionnaires could not contain questions
requesting the respondents to list their race or
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ethnic group.
2. The researcher should not disrupt any class
during the study.
3. The researcher would only be permitted to use
a sampling of students.
4. The name or number of the school could not be
mentioned in any publication.
Research Population
One hundred-forty eighth grade students in attendance at I.S. XYZ
and fifty-six teachers from the same school comprised the research
population. The eighth grade guidance counselor selected, at random,
one hundred students to participate in the study. One hundred forty
of the selected students attended school on the day the teachers
administered the questionnaires. Of the fifty-six teachers at
I.S. XYZ, fifty completed the questionnaires and returned them to the
researcher. (See summary in Table 4.2.)
Administration of Instruments
Teachers. Before the researcher administered the questionnaire,
the principal informed the faculty at a faculty conference in May,
1976 of her commitment to effecting change in the school. She stated
that she would appreciate their continued cooperation in making
improvements in the school. She also informed the faculty that she
would cooperate with the reseacher so that their opinions about
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TABLE 4.2
NUMBER AND PERCENT OF QUESTIONNAIRES
DISTRIBUTED AND RETURNED BY SAMPLED GROUPS
Questionnaires Returned
Sample Groups Questionnaires Distributed Number Percent
Students 140 140 100.0%
Teachers 56 50 89.3%
Total 196 190 Participants
education, in general, and about I.S. XYZ, in particular, could be
registered; and that she would discuss the findings with them.
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The faculty made several inquiries about the purpose and intent
of the questionnaires. The researcher explained to them that their
opinions registered in the questionnaires might lead to better deci-
sions by the administration. He answered specific questions for the
faculty.
The researcher handed questionnaires to forty-eight teachers in
attendance that day. He also placed the questionnaires in mailboxes
of the absent teachers. The researcher asked the teachers to return
the questionnaires that afternoon or place them in his mailbox as
soon as possible. As reported previously, fifty teachers returned
the questionnaires.
Students . The researcher selected three eighth grade Social
Studies teachers who had volunteered to administer the questionnaires
to the students. These were experienced teachers, and coincidentally,
urban studies happened to be a unit in the Social Studies curricu-
lum.
The researcher met with the teachers to discuss the student
questionnaire'. They concurred with the researcher that several stu-
dents would have difficulty reading the statements. They volunteered
to read the statements when necessary. The researcher gave
them
written directions for administering the questionnaires (See
Appendix
C for directions), pencils, and the questionnaires. On May 7,
1976,
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one hundred-forty students responded to the questionnaire during
their Social Studies periods.
Data Collection
Teachers .
1. Thirty teachers completed and returned the ques-
tionnaire the same day. They returned them to
the researcher or placed them in his mailbox.
2. Twenty teachers, after several reminders from
the researcher, returned the completed question-
naires within the next week.
3. Six teachers did not return the questionnaire.
Students . The teachers followed these procedures in administer-
ing the questionnaire:
1. Read the introduction aloud.
2. Read all directions aloud.
3. Encouraged the students to complete the question-
naire at their own pace.
4. Answered questions about individual statements.
5. When requested, read the statements to the stu-
dents.
6. Provided pencils for the students.
The students completed the questionnaires in forty-five minutes
or
less
.
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Treatment of the Data
The researcher set up a coding system to record the data gathered
from the two questionnaires. He submitted the data to the data
processing component of the Computing Center at the University of
Massachusetts/Amherst for processing. The Statistical Package for the
Social Sciences (SPSS) format for running the data was used.^
The data were broken down by teachers and students. Although
demographic data were accumulated which identified students by class
number, age, sex, class, and number of years at the school, they were
not apparent as significant variables in this study. (See Appendix I
for Demographic Data.)
Demographic data were also accumulated for teachers which
identified them by sex, highest degree held, number of years on the
faculty, subject presently taught. Their significance, however, as
variables also was not apparent.
For this study, the researcher presented the statements scored
important by both teachers and students in rank order according to
their computed mean scores. The percentages scored for each item
were presented in the tables. The questions to be answered by the
tables were:
1. What are the school experiences of students which
Borman H. Nie, et al., Statistical Package fo^ the Social
Sciences, second edition (New York: HcGraw-Uill , IJ/j).
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teachers and students consider to be most impor-
tant?
2. What are the students' and teachers' attitudes
toward the importance of parent involvement in
their school?
3. How important do students and teachers consider
teacher involvement and certain teacher experi-
ences in their school?
4. How important do students and teachers consider
certain leadership performances in their school?
5. What do students and teachers think about the
general learning environment and academic progress
in their school?
Since this questionnaire was a diagnostic action approach to an
individual urban intermediate school, the analysis of the statistics
was primarily descriptive in nature. The purpose for obtaining the
data was to acquire a listing of certain perceptions of students and
teachers in an urban intermediate school; thus, the investigator
attempted to analyze the data on the basis of what the information
might be saying to a principal of an urban intermediate school about
education, in general, and about education in his/her particular
school. The information should assist in implementing changes in
the school.
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CHAPTER V
FINDINGS OF THE STUDY
The statistical treatment of the data in this study resulting
from the questionnaire was accomplished via the computer program
labeled SPSS (Statistical Package for the Social Sciences). This
chapter presents the data obtained from one—hundred and forty students
randomly selected from the I.S. XYZ (described in Chapter III) and
fifty teachers from the same school.
The researcher considered the analysis of the statistical data
primarily descriptive in nature. He analyzed the statistics on the
basis of what the information might reveal to a leader of an urban
middle school who planned to implement changes in his/her school. The
researcher believed that the data acquired could be useful as a start-
ing point for the leader of a school. The recorded attitudes of the
respondents might form patterns which could be useful by principals
interested in effecting change-renewal in their schools.
Response's to the questionnaires, according to the results of the
statistical treatment of the data, were not significantly different
based on the students’ class number, age, sex, classification of
class, or number of years in the school. The researcher, therefore,
did not list tables relating the demographic data to the responses.
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(Demographic data of the students are listed in Appendices 1-1
through I-A
.
)
Since the statistical treatment of the teachers' responses did
not indicate significant differences based on their demographic data
(sex, college degree, number of years in the school, subjects teach-
ing, and licenses held) and their responses, the researcher did not
include tables relating the demographic data to the responses.
(Demographic data of the teachers are listed in Appendices 1-5
through 1-9.)
In this chapter, the researcher also summarized the students'
and the teachers' responses and listed the data, by percentages, in
tables. In the tables, the researcher listed the statements and the
responses, based on their mean scores, in rank order of importance
or agreement. Following each table, the researcher analyzed the
data. In the final table, the researcher categorized the most fre-
quent responses to the open-ended questions.
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Analysis of Table 5.1
Table 5.1 lists the students’ responses to the question: "What
are the school experiences of students which are considered to be
important?" The items (statements) are listed in rank order of
importance. Next to each statement is listed the mean score of the
responses and the percentages of the responses in each category.
(The questionnaire is found in Appendix B.)
Nearly ninety-three percent of the students selected "Students
should tutor other students" as either "Very Important" or "Impor-
tant," According to the mean score, that statement was ranked first
in order of importance. More than eighty-four percent of the stu-
dents selected "Students should have pride in school" as either "Very
Important" or "Important." That statement was ranked second.
The data in the table indicated that students considered par-
ticipation by students in certain activities in the school important.
Other activities which they considered important were: tutoring
other students, participating in planning their own programs, and
participating in selecting the teaching materials.
The students’ selections suggested that attempts by the princi-
pal to involve students in planning, participating, and taking
responsibility for certain activities in which they might not have
been previously included, may be beneficial to the students and to
the school. More pride in the school may have ensued if there
77
had been more participation and feelings of success on the part of
students
.
The statement "Students should attend racially integrated
schools" received mixed responses. Forty-five percent of the stu-
dents considered racial intermingling important; more than thirty-
three percent felt this was important and some twenty percent were
undecided. The school which the students attended was racially
isolated; however, based on the data, it might be argued that a num-
ber of the students believed academic progress could be accomplished
in their school in spite of the racial isolation.
In answer to the question "Should students be taught by teachers
of their same race?" nearly eighty-eight percent of the students
responded negatively. These responses indicated that the race of
teachers was not a relevant factor in the students’ perceptions of
their school experiences.
The students' responses suggested that they continued to believe
that educational change could benefit their school. Several changes
which they recommended were:
1. Students should tutor other students.
2. Students should participate in planning their pro-
grams.
3. Students should participate in selecting teaching
materials.
Student participation in more activities in the school seemed
to be
principal, however, con-
their major request. The problem of the
tinues to be how to implement programs which actively include
student participation in the school.
more
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Analysis of Table 5.2
Teachers indicated by their responses that they considered "Stu-
dents having pride in their school," and "Fewer than thirty students
in a class" the most important experiences in the. school for the
students. They also deemed "Students tutoring other students," and
"Students should receive individualized instruction" as "Important."
Forty-two percent responded "Undecided" about the importance of
"Students attending classes with ’brighter* students."
Though teachers did not consider "Students participating in
planning their own program" as important as students did, two in five
of the teachers sampled believed it to be an important part of a
child’s academic experience. Thirty percent believed it to be "Very
Important" for students to participate in selecting teaching
materials
.
Although most of the teachers seemed to be aware that the
racially isolated school in which they taught was failing to educate
large numbers of students, fifty percent either considered this
factor unimportant or were undecided. The question to be answered
was why many more teachers did not be] ieve the students would accom-
plish more, academically, in racially integrated schools. It seemed
unlikely that the students’ academic accomplishments could have been
less in a racially integrated environment.
The teachers’ responses were similar to those of the
students
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concerning the race of t- ho *
erS and the studen ts. Nine out ofevery ten teachers sampled thought It either "u ,
„ .
Unimportant" or "VervUnimportant" £or the students to only be taught ,
same race.
^e by teachers of their
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Analysis of Significantly Different Responses
in Tables 5. 1-5.
2
The t—test was utilized to identify the means of the students’
and the teachers’ responses which were significantly different at the
.05 level of confidence or higher. (See Appendices D-l through D-5.)
The students’ responses to "Students should participate in plan-
ning their own programs" and "Students should participate in select-
ing teaching materials" were significantly different than those of
the teachers. The students indicated that they considered participa-
tion by students in those two school activities more important than
the teachers thought them to be.
The responses to three other statements were also computed to
be significantly different. These statements were: "Students should
receive individualized instruction," "There should be fewer than
thirty students in a class," and "Students should tutor or help other
students." The teachers considered individualized instruction more
important for students than the students believed it to be. The
significant difference in the responses may have been because the
adolescent students rejected identification as individuals; or it
might have been argued that the students needed more information about
individualization of instruction and its potential.
Although both teachers and students deemed it important that
there be fewer than thirty students in a class, the teachers' responses
84
indicated that they believed it more important than the students
thought it to be. The teachers and the students also considered
tutoring of students by students important; however, the students'
responses indicated that they believed tutoring by students was more
important for academic improvement than the teachers thought it to
be. A dilemma which continues to plague administrators and teachers
is how to effectively utilize the services of the student-tutor and
reduce class size in the middle schools.
The teachers' and the students' responses were not significantly
different for: "Students should have pride in their school," "Stu-
dents should attend classes with brighter students," "Students
should only be taught by teachers of their same race," and "Students
should have teachers who have received special training in urban
education." Similar responses may also indicate to a principal cer-
tain factors about which he/she should be aware and concerned.
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Analysis of Table 5.3
Table 5.3 lists the students' responses to the question: "What
are the students' attitudes toward parent involvement in their
school?" The responses indicated that the students sampled con-
sidered parental encouragement of their children more important than
any other item on the questionnaire. Ninety-five percent of the stu-
dents circled the responses either "Very Important" or "Important."
The students also considered it important for parents to assist
their children with homework, participate in their school's Parent's
Association, and assist in developing methods to discipline unruly
students. The students believed it less important for parents to
support their local school board. That response may have been
selected by several students because they needed more information
about the intent and purpose of the school board.
The students also considered it less important for parents to
participate in the actual operations of the school. Fewer than
twenty percent of them deemed it "Very Important" for parents: to
insist different methods of teaching be tried by teachers, to par-
ticipate in deciding what is to be taught in the school, to have the
final say in selecting a new principal, to participate in deciding
which books should be used to teach their children, and to have the
final say in selecting new teachers.
Traditionally, minority parents have not participated in the
88
decision-making process in the urban schools; therefore, the stu-
dents' perceptions of their parents involved in the educational
process were limited. As parents participate more actively in the
urban schools, students will presumably consider parent-involvement
more important than they have in the past.
89
10
o cm Id
II 40
!S Jn p
p o
CD (2
> E
•H
p
C^« to
21
o
o
ffi 40
CJ C
CO
cfl
40
crj PM O
w P
S3 BH •H
• * co S to
Eh M
CO HW 25 X
CO W (1)
!2 £3 noO W •rH
Ph > o
CO i-J 0)
q o XI
Pi > p
to
•- M
CO
p3 H
w Z 40
S3 W c
u q cd< 40
• w Oh Pm h O
q aW Po S Bo <3 1-4
pq 12
<3 P3 OH W H
q 40
CO P
o 03 Cd
R >> 40q to P lo
jz H CD o
<? M > txH BH M
o <3
ft
3 -
CO
6M>
e^s
o
d
o
o
o
o
23
00
o
o
o
o
o
<r
o
vO
o
CM
o
vO
CM
m
00
m
i—
i
23
CM2)
CM cn
o
CM
o
00
o
ID
o o O o
•
.
• •
<d- CM CM CM
rH s3- CO ST
CM
St
2>
00
a) o i—1 03 P 1 1
W3 40 O 1 - •r4 •H 3
co o *H 40 CJ 40
p P 23 O P 40 03 03 40 P •
3 (D O •H CD 03 •H 03 CD 23
O P 03 40 Vo Vo • •H X3 >> •rH Vo P
O X) Vo 3 3 c 03 q 03 X o
C3 *“H c cd O Ph o 03 00 O 3 03 1 1 2
03 CD •rO •H p. >s •H CO p 40 Vo cd •H CD
B 23 03 40 %rA P 23 B
CD 03 CJ X) cn C3 - Cd 03 p. 03 3 03 CJ c
40 40 0) 40 •H r—
1
•H 40 o X) . 40 23
H p Vo ai P o CJ P r-H O (D 03 C3 U
CD •H o CD CD o O 0) 3 23 e 40 CD •H 23
)o CD o Vo 40 23 03 Vo > 40 •H (3 P CD 40
CO Jt 3 3 CO O 03 (0 CD ID rH (D cd 23
Po 40 03 Ph P- 03 <3 Po XJ 6 P. X Po 40 2
o
sr
m
Parents
support
their
local
school
board.
2.02
38.0
42.0
4.0
TABLE
5
.
4
—
Cont
inued
90
g
C
COg
>v G
G O
G
>
CX
E
•H
CX
4-1
G
cC
4-1
G
o
CM
E
•H
GX
G
G
G
4-J
G
O
oj
EM
4-1
G
G
4-J
G G
0) O
> &|
E
6s?
S'?
6-5
O
vO
CM
CM
o
CM
O
<r
o
CM
00
CM
CM
O
CM
O
CM
<r
CM
CM
CO
o o o
• • •
CO <r o
CO CM CM
O
CM
O
M3
CM
co
o
VO
O
CO
o
VO
vO 00 0v
o
>4-
00
CO
<r
co
o
o
o
00 <r CM 00
vO O o CM
• • • • •
CM CO co CO CO
. G
1 00 rH X G 1 00 G
•H G O O 1 X G X
O •H o G X G -C G G O •H X G G
•H X G X G G X o G •H X G H &G •H X u •H G G G C G •H G G G G G
G U CO G E 00 G > •H G G a G 3 X > H G
G G O G c G G • G G X G G
G CX x) 4-> c •H G •H X >v 00 .—
1
CX X O G • X 00 •
E •H G X G G G O X rl G G c G
G G G G G G o X G G •H a. G G X a G G G '1 J G
4-1 G •H •H g G G G 41 41 •H G 'H X G G G G GM G X G G G X) G •—
1
O G C X rH G X C rH CJ X
G G G 00 G <4-1 G G • G G G G G G o 3 G rH G G G O
G 4-1 G 3 G <G •H G G C .—
l
•H G G •iH o *H G c i—
1
G
G G G G •H <G G G G *H G G G G X O rG G •H G G
CG CX £ G PL. XI O G G PX 4-1 G PX Pl Cl 2 G G O Pl 44 G G
91
Analysis of Table 5.
A
The teachers responses to parent involvement" questions were,
in general, similar to those of the students. One hundred percent
of the teachers indicated that they believed it was either "Very
Important or "Important" that parents encourage their children to
succeed in school. Participating in the Parent’s Association and
assisting in the development of methods to discipline unruly stu-
dents were considered either "Very Important" or "Important" by nine
out of every ten teachers.
Parents assisting children with homework, and parents support-
ing their local school board, were considered "Very Important" or
"Important" by eight out of every ten teachers. The teachers did not
regard those two activities as important as the first three for aca-
demic progress in their school.
The teachers’ replies indicated that they did not think active
parent-participation in school activities was "Very Important."
Fewer than fifteen percent of the teachers responded to the following
statements: "Parents should participate in deciding what is to be
taught in your school," "Parents should insist that different methods
of teaching should be tried by teachers," "Parents of students in the
school should have the final say in selecting a new principal,"
"Parents should participate in deciding which books should be used to
teach their children," and "Parents of students in the school should
92
have the final say In selecting new teachers."
Although community control has been recommended as one possi-
bility for educational reform in New York City,
1
the teachers'
responses to the statements on parent-participation were not positive
ones. The teachers, in general, responded unfavorably to parents
making decisions on the selection of school personnel or the curricu-
lums. The results of the questionnaire concurred with Harriet
Talmage's and Allen C. Ornstein's study which concluded that inner-
city teachers were less favorable to parents and community members
making decisions about school personnel and curriculum than were
2
outer city and suburban teacher groups.
^Mayor's Advisory Panel on Decentralization of the New \oik City
Schools, Reconnection for Learning; A Community School System fo r
New York City (November, 1967).
2
Harriet Talmage and Allen C. Ornstein, "Teacher's Perceptions
of Decision-Making Roles and Responsibilities in Defining Account-
ability," Journal of Negro Education , 42, Spring, 19/3, pp.
<-!<-
221 .
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Analysis of Significantly Different Responses
in Tables 5. 3-5.4
The means of the responses to five statements were computed to
be signf icantly different at the .05 level of confidence or higher.
(See Appendices E-l through E-5.) The responses to the following
three statements were considered more important by teachers than by
students: "Parents should participate in your school's Parent's
Association," "Parents should assist in developing methods to disci-
pline unruly students," and "Parents should encourage their children
to succeed in school."
The responses suggested that the teachers considered it more
important than the students that parents encourage and assist their
children. The teachers seemed to believe that the parents' duty to
the school consisted of preparing children, at home, for school. Par-
ticipation by parents in the school, except for dealing with unruly
students, was not considered very important by most of the teachers.
The responses of the students and the teachers to the following
two statements were nearer the "Undecided" score; however, <-he
teachers considered them less important than the students. Parents
should insist that different methods of teaching should be
tried by
teachers" and "Parents of students in the school should
have the
final say in selecting new teachers." The responses,
nevertheless,
the teachers and the students, in general, did
not
indicated that
94
consider parental participation in the educational activities of the
school "Very Important" for academic progress In their school.
Similar and different responses by students and teachers may
indicate areas about which a leader of a school should be concerned.
The information may suggest that both the teachers and the students
need to be made aware that their participation along with parental
involvement are essential for change-renewal in their school.
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Analysis of Table 5.5
Table 5.5 lists the students' responses to the topic question:
"How important do students consider teacher involvement and experi-
ences in their school?" The three statements considered by students
to be the most important for academic progress in their school were:
"Teachers should receive improved teacher-training while they are
in college," "Teachers should teach exciting lessons," and "Teachers
should assist in deciding what is to be taught in the school."
The implications of the replies were that the students believed
there were changes which might have improved education in their
school. Nearly eighty-six percent of the students thought it to
be "Very Important" for teachers to receive improved teacher-training
while they were in college. Apparently, the students believed col-
leges could improve the teaching skills of teachers. Their replies
also indicated that many of them believed lessons could be made more
exciting or interesting.
More than forty-four percent of the students identified state-
ments four through eight as either "Important" or "Very Important."
The students’ responses to the statement "Teachers should receive
extra pay for working in your school" were mixed.
Three-fourths of the students sampled felt that the race of a
teacher was an irrelevant factor as an experience of the students.
Although racism has been identified as a major inhibitor of progress
98
ln urban schools, the students apparently
rejected it as an min! w
ing factor in their school.
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Analysis of Table 5.6
Table 5.6 lists the teachers’ responses to the question: "How
important do teachers consider teacher involvement and experiences in
their school?" Most of the teachers indicated that there were cer-
ta in experiences which they considered important for academic prog-
ress. Leading the list was improved teacher training
—
pre-service
and in-service training. Approximately nine of ten teachers selected
either "Very Important" or "Important" as responses to the statements
on teacher training.
The teachers believed that they should be included in deciding
what is to be taught in their school. They did not consider it
important that they participate in selecting new teachers for the
school. Evidently, the teachers thought that participating in the
selection of new teachers was beyond the scope of their duties.
Although para-professionals participated in the educational
process of their school, approximately fifty percent of the teachers
considered their assistance important, while the other half were
either undecided or felt the para-professionals’ assistance was
unimportant. It might be argued that the teachers needed more infor-
mation on utilizing the services of para-professionals. Better usage
of their services might have led to more exciting lessons, a decrease
in the need for strict management of classes, and an increased oppor-
tunity for individualization.
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Varied responses were also given to the statement: "Teachers
should follow the curriculum offered by the Board of Education."
Obviously
,
the teachei's needed to identify the portions of the cur-
riculums which they deemed inadequate or irrelevant. With the
cooperation of their supervisors, they needed to identify or develop
appropriate curriculums which would insure academic progress by the
students
.
The item considered unimportant by the largest percentage of
teachers was: "Teachers should have the same race as most of their
students." The teachers and the students, in general, rejected the
idea that race was an important factor in the education of the urban
students. Apparently, racism was seldom discussed or considered a
problem in the lives of the students by the teachers or the students
themselves
.
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Analysis of Significantly Different Responses
in Tables 5. 5-5.
6
The mean scores of the responses to four statements were com-
puted to be significantly different at the .05 level of confidence or
higher. (See Appendices F-l through F-4.) The four statements were:
"Teachers should follow the curriculum offered by the Board of
Education," "Teachers should receive improved teacher- training while
they work in your school," "Teachers should be strict in managing
their classes," and "Teachers should participate in selecting new
teachers for the school."
The students considered it more important than teachers that
teachers follow the curricula offered by the Board of Education. The
implication of the responses indicated that the students believed the
Board of Education offered curricula which were necessary for their
academic growth. The teachers, however, had less faith in the cur-
ricula than the students.
The teachers considered it more important than the students that
teachers should receive improved teacher-training while they work.
The students seemed to have more faith in the teachers than the
teachers had in themselves.
Neither the teachers nor the students considered it very impor-
tant for teachers to participate in selecting new teachers for the
school; however, the teachers regarded it less important than the
students. Most of the teachers rejected participation in the selec-
tion process.
The data also indicated that the students and the teachers con-
sidered it important that teachers remain strict in managing their
classes. The students, however, did not judge strictness as impor-
tant as the teachers regarded it. The students and the teachers,
due to the disorderly situation in their school, may have believed
that a strict teacher could affect conditions in many of the class-
rooms. It might be argued that the two groups did not agree on the
degree of strictness that was needed.
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Analysis of Table 5.7
Table 5.7 lists the students' responses to the question: "How
important do students consider certain leadership performances in
their school?" The responses indicated that the students were not
sure about the importance of certain leadership performances.
The only item which more than forty percent of the students
responded to as "Very Important" was "The principal should encourage
teachers to improve their teaching skills." At least three out of
every five teachers responded to items one through eight as either
"Important" or "Very Important." The implications of the responses
were that the students considered the performance of the leaders in
the school as "Important"; however, they remained undecided as to
how important.
The items which students considered least important for academic
progress in the school were: "The pi'incipal should have the same
race as most of the students," and "The assistant principals should
have the same race as most of the students." The students rejected
race as an important factor for academic progress in their school.
They consistently dismissed the importance of race throughout the
questionnaire.
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Analysis of Table 5.8
The three items in Table 5.8 considered most important for aca-
demic progress in their school by the teachers were: "The assistant
principals should aid teachers with students who are discipline
problems in the classroom," "The principal should encourage teachers
to improve their teaching skills," and "The principal should encourage
parents to participate in the Parent’s Association."
The responses indicated that the teachers regarded disciplining
students as a major problem with which they needed assistance. The
responses also indicated that the teachers regarded the principal as
academic leader of their school. They expected the principal and the
assistant principals to encourage, remind, assist, and insist on
changes and improvements in their school. No other position in a
school could be said to maintain as much influence as that of princi-
pal .
More than sixty-five percent of the teachers selected either
"Unimportant" or "Very Unimportant" for the statements: "The princi-
pal should have the same race as most of the students," and "The
assistant principals should have the same race as most of the stu-
dents." Teachers and students consistently rejected race as impor-
tant for academic progress in their school. Was the rejection of the
importance of race by the teachers and the students due to racial
understanding and harmony, or was it due to an avoidance of race as
113
an issue? The principal should be aware of the reasons for the
responses. To continue to ignore race as a factor is unfair and
detrimental to the growth and development of the students. Racism
is an evil within our society which must be exposed and eradicated.
The classrooms may be an excellent environment to discuss and attempt
to draw conclusions about race.
Analysis of Significantly Different Responses
in Tables 5. 7-5.
8
The mean scores of the responses, to five statements were com-
puted to be significantly different at the .05 level of confidence or
higher. (See Appendices G-l through G-5.) The five statements were:
"The principal should encourage parents to participate in the Parent's
Association," "The principal should have the same race as most of the
students," "The principal should encourage teachers to improve their
teaching skills," "The assistant principals should have the same race
as most of the students," and "The assistant principals should aid
teachers with students who are discipline problems in the classroom."
According to the data, both the teachers and the students
believed the principal should encourage parents to participate in the
Parent's Association. The students, however, considered the princi-
pal encouraging the parents to participate in the Parent's Associa-
tion less important for academic progress than the teachers. The
teachers may have assumed that parent participation in the Parent's
Association would lead to certain changes in the school; the students
were not as sure.
The teachers and the students also considered the race of their
principal and assistant principals as unimportant. The students
believed race to be even loss important than the teachci s.
The teachers deemed it more important than the students that
the
assistant principals assist teachers with discipline problems. The
students may have believed that the teachers should have been able
to resolve the discipline problems themselves.
The teachers and the students also believed that the principal
should encourage teachers to improve their teaching skills. The
teachers, who were more aware of educational supervision than the
students, considered it more important.
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Analysis of Table 5.9
Table 5.9 lists the responses to the question: "What do stu-
dents think about the general learning environment and academic
progress in their school..'1 ihe possible responses to the statements
were: "Strongly Agree," "Agree," "Undecided," "Disagree," and
"Strongly Disagree." (Section six of the questionnaire is located in
Appendices A and B.)
Nearly six of every ten students either "Agreed" or "Strongly
Agreed" with the statements: "More community support of your school's
activities should lead to academic progress by the students," and
"Educational changes should lead to academic progress in your school."
The data may have been interpreted to mean that more than one-half
of the students retained faith in their school's ability to educate
them with support from community groups along with educational changes
in the school.
Nearly fifty percent of the students believed that changes in the
home environment of most of the students, and more communication
between parents and teachers, should lead to academic progress. One
might conjecture that the students, in general, were not sure about
the benefits of changes in the home environment of the students or
the advantages of more communication between parents and teachers.
Four out of ten students either "Agreed" or "Strongly Agreed"
with the statement: "Students would accomplish more, academically, in
119
a racially integrated school. Three in ten of the students responded
"Undecided," while three in ten circled either "Disagree" or "Strongly
Disagree." Apparently, many of the students were not sure about the
benefits of a racially integrated education.
Nearly forty-three percent of the students "Disagree" with the
statement: "Students are receiving a 'good 1 education in your
school"; twenty-one percent responded "Undecided," and nearly thirty-
six percent circled either "Agree" or "Strongly Agree." The responses
in this section indicated that the students, in general, had faith in
the capability of their school to educate them; however, fewer than
four of every ten students believed the students in their school were
receiving a "good" education. No doubt, the principal needed to
impress upon the students the fact that attempts were being made to
improve the learning environment in the school.
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Analysis of Table 5.10
Table 5.10 lists in rank order the teachers’ responses to the
question: "VThat do teachers think about the genera], learning environ-
ment and academic progress in their school?"
Eight of every ten teachers either "Agree" or "Strongly Agree"
with the statements: "Changes in the home environment of most of
the students lead to academic progress," and "More communication
between teachers and parents should lead to academic progress in the
school." Teachers, in general, also agreed that educational changes
and more community support of the school should lead to academic
progress in the school. Seven of every ten teachers either "Agree"
or "Strongly Agree" with the statements on educational change and
more community support.
The teachers’ responses were widely dispersed for the statement:
"Students would accomplish more, academically, in a racially inte-
grated school." The standard deviation for the responses was com-
puted to be 1.051. (See Appendix J for standard deviation results.)
The teachers, however, either "Disagree" or "Strongly Disagree with
the statement "Students are receiving a 'good' education in your
school." Approximately nine of every ten teachers were dissatisfied
with the quality of education in the school.
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Analysis of Significantly Different Responses
in Tables 5.9-3.10
The mean scores of the responses to three statements were com-
puted to be significantly different at the .05 level of confidence or
higher. (See Appendix H-2.) The three statements were: "Changes in
the home environment of most of the students should lead to academic
progress in the school," "Students are receiving a 'good' education
in your school," and "More communication between parents and teachers
should lead to academic progress by the students."
According to the data, nearly ninety percent of the teachers
either "Agree" or "Strongly Agree" that changes in the home environ-
ment of most of the students should lead to academic progress in the
school. Approximately six of every ten students "Agree" or "Strongly
Agree" with the statement. One might argue that the teachers, in
general, believed changes in the home environment of most of the
students might be important for academic progress. The students, in
general, were not as sure as the teachers that changes in the home
environment was necessary before students could make academic progress
in the school.. The students seemed to have had more confidence in the
education process in the school than the teachers had.
There was also a significant difference in the responses to the
statement: "Students are receiving a 'good' education in your school.
(See Appendix H-l.) Thirty-five percent of the students responded
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either Agree or Strongly Agree" to the statement. Only ten per-
cent of the teachers selected "Agree" for the statement. Obviously,
a larger percentage of students than teachers had confidence in their
school
.
The final statement in this section computed to be significantly
different at the .05 level of confidence or higher was: "More com-
munication between parents and teachers should lead to academic
progress by the students." (See Appendix H-3.) Eighty-four percent
of the teachers either "Agree" or "Strongly Agree" with the state-
ment. Fifty-seven percent of the students either "Agree" or "Strongly
Agree" with the statement. No doubt, until parents of the students
are seen as active participants in their school and in their com-
munity, the students will not view them as positive forces. The
image of powerlessness, which many of the students had of their
parents, did not change when the students were asked to think of their
parents as participants in their school.
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TABLE 5.11
SUMMARY OF OPEN-ENDED QUESTIONS
Tallies for Students ’ Responses to the Open-Ended Questions (74 Stu-
dents Responding)
:
Categories Tally
— Lack of Discipline 36
— Stricter Teachers 18
— Lack of Interest in Academic Studies 10
— Better Trained Teachers 8
— Better Administrative Leadership 6
— Better Lunch Program 6
— Better Educational Facilities 5
— Lack of Respect for Students 5
— Lack of Self-Discipline of Students 4
— Lack of Parent Involvement 3
— More Activities for Students 3
— Resentment of Questions About Race 2
Comment: Good Questionnaire—Gave students an opportunity to express
themselves
.
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TABLE 5.12
SUMMARY OF OPEN-ENDED QUESTIONS
Tallies for Teachers Responses to the Open-Ended Questions (38 Teach-
ers Responding)
:
Categories
: Tally
— Stricter Discipline 25
— Parental Involvement 23
— Pupil-Teacher Ratio 14
— Administration Direction 14
— Staff Training 14
— Fiscal Crisis 8
— Student, Teacher, Administrator Accountability 6
— Staff Morale 5
— Self-Esteem of Students 3
— Student Involvement in School Activities 2
— Mutual Respect Between Students and Teachers 2
— Defining Academic Goals 2
— Motivation by Teachers 1
Comments: Teachers afraid of reprisals and resented questions which
might identify them. Five teachers thought the question-
naire may have been too restrictive.
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Analysis of Tables 5.11 and 5.12
The researcher placed the open-ended responses acquired from the
questionnaires Into categories which he considered appropriate for
an urban middle school.
The open-ended statements were responded to by seventy— four stu-
dents and thirty-eight teachers. In general, the students and the
teachers indicated that the need for stricter disciplining of the
students was the most important change needed before improvements
could be made in the school. No doubt, neither the teachers nor the
students were satisfied with the book answers for dealing with disci-
plining adolescent students. Possibly, better health care programs,
improved breakfast programs, and active curriculums may ameliorate
the discipline problems to some degree; however, those programs have
not been implemented in most urban middle schools to any large
degree.
Twenty-three teachers wrote that parental involvement was needed
in the school; however, they did not define involvement. They may
have meant that parents should discipline their youngsters, join the
school’s Parents’ Association, visit the school "Open School Night,"
and assist teachers with the students when they were disruptive. It
can be argued that active participation by the parents in decision-
making in the school was not considered very important by a very large
percentage of teachers. (See Table 5.4.)
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Fourteen teachers listed three changes which they considered
essential before academic progress could occur in their school. The
changes recommended were; a decrease in the pupil- teacher retioj
educational leadership by the administrators in the school; and
improved methods of staff-training.
Eight teachers noted the fiscal crisis as a problem. Six
teachers believed that accountability by students, teachers and
administrators must be established in the school; and five teachers
insisted that the lack of staff morale inhibited academic progress
in the school.
Eighteen students wrote that they needed stricter teachers. The
researcher wonders if the students did not mean they desired a more
structured or organized situation in their school—a situation in
which disruptions could be minimized in the classrooms and in the
corridors.
Two students commented that they resented the statements about
race in the questionnaire. Several students stated that they con-
sidered the questionnaire a healthful device because it gave students
an opportunity to express themselves.
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CHAPTER VI
SUMMARY, CONCLUSIONS, RECOMMENDATIONS, AND
NEED FOR FURTHER RESEARCH
Chapter I provided a brief review of the evolution of the New
York City middle schools. The chapter elaborated upon the continued
need for change in the urban schools. The methods employed in New
York City to effect change was also discussed. In addition, Chapter
I provided a statement of the problem, the needs of the urban middle
schools, the purpose of the study, questions to be answered in the
study, and the significance of the study.
Chapter II presented a review of some of the theoretical problems
which confront administrators, teachers, parents, and students in
urban schools today. The chapter also commented on the "finger-
pointing" syndrome which exists in many urban schools. The princi-
pal’s influence and affect on reform in his/her school; the atmo-
sphere, or climate, of a school; the importance of including teachers
in the decision-making process; and the urgent need for participa-
tion, responsibility, and accountability in the urban schools were
also discussed.
Chapter III provided a case study of an urban intermediate
school in central Brooklyn, New York City. A description of the
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attempts made in the school to educate the poor and minority was
presented. A historical review of the principal's efforts to sur-
vive was also included.
Chapter IV presented the background information on the develop-
ment and administrations used to ascertain certain perceptions and
attitudes of teachers and students in I.S. XYZ. The population and
the site from which the population was drawn, procedures for data
collection, and procedures employed to analyze the data were
described
.
Chapter V provided the statistical analysis of the data.
Analyses of each table were presented. The t-test was used to
determine significant differences between the means of the teachers
and the students sampled. The chapter also presented a discussion
of the statistical analysis of the data.
This chapter will present the summary, conclusions, recommenda-
tions, and need for further research.
Summary
Change-renewal remains a necessity for urban middle schools.
Although there have been numerous attempts at change in the schools,
the need for implementation of successful innovations remains a
challenge.
The principal who agrees that a certain reform is necessary in
his/her school needs to include his/her staff, students, and parents
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of the students in the initial planning of the change. The principal
should be aware of certain attitudes and perceptions of the teachers
and students in the school.
The major purpose of including the different groups in planning
and decision-making is to increase identification and involvement in
the change process. In addition, most of what anyone learns is
accomplished by the processes in which he/she engages. Involving
the staff and students in processes which assure continual reconstruc-
tion within the school’s program is about the only way to assume that
their learning is relevant to the environment in which it is taking
place.
The principal must not use the input of the staff and the stu-
dents to manipulate individuals in the school or community. A cli-
mate which encourages honest suggestions and trust must be effected
by the principal. A "positive" climate would also foster more
parent participation in the urban school. Participation, responsi-
bility, and accountability must be the goals for each individual and
each group in a school.
One method which can be utilized to include teachers and stu-
dents in decision-making is to develop a questionnaire for informa-
tion seeking. This technique aids a leader of a school in obtaining
information (or bits of information that may be pieced together) so
as to place him/her in a better position to make more rational or
logical decisions. Teachers may also participate in
decision-making
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by discussing a problem face-to-face, or from an assembly of the full
faculty. The principal, however, is responsible for the final deci-
sion. He/she should inform the teachers of the reasons for the
rejection of a decision which they suggest.
Students should also participate in decision-making when the
decisions affect them. They can voice their opinions through ques-
tionnaires, student councils, or by having a choice of certain clubs,
classes or other activities in a school.
When parents are afforded the opportunity to learn how their
school operates and what changes are most urgent, they may be able
to provide suggestions and solutions for many of the school's prob-
lems. It is also imperative that the education of children in isola-
tion from their background be discontinued.
Fundamental decisions in which parents should be involved
are:
1. The selection of the administrators.
2. The evaluation of administrators.
3. The selection of staff members.
4. The evaluation of staff members.
5. The planning of the budget of the school.
6. The formulation of rules and regulations.
7. The disciplining of students.
8. The evaluation of curriculums.
9. The evaluation of materials available and used.
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10. The planning of change-renewal.
Parents and students are consumers of the education offered in their
school. They must also accept responsibility for innovation and
reform.
Effecting reform in the urban schools, however, remains diffi-
cult for all participants. A research-report, supported by the Rand
Corporation, emphasized the fact that the problem of innovation
resulted not with deciding upon a particular reform, but with the
process of implementation of the reform. The problems of unantici-
pated obstacles and the conservatism of the school system usually
prohibit implementation. The report stated that the outcome of an
innovation is basically dependent on:
The role of principal actors;
The institutional structure of incentives and con-
straints;
The institutional policy setting;
^
Characteristics of the innovation."
In spite of the many forces which inhibit reform, when improve-
ments have occurred in individual urban schools, they happened because
of the leadership and charisma of the principal. The obstacles of
inadequate funding, political concerns, racism, conservative nature
of the school, and the natural resistance to change, were confronted,
XPaul Berman and Milbrey W. McLaughlin, Federal Fr ograms _Su££ortz
ing Educational Change. Vol. 1: A Model of Educational Change
(Santa
Monica, California: Rand, 1974).
2
Ibid.
,
p. 8.
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and resolved or circumvented where possible. No matter what the
circumstances which lead to disruptions and educational disenchant-
ment in a school, the principal must prevent the pernicious feelings
of despair and immobilization from destroying education there.
Unless individual principals provide the hope factor in their
urban middle schools, it is unlikely that change-renewal will occur
in them. Participation in decision-making by each group (administra-
tors, teachers, students, para-professionals, parents, etc.) in a
school is one method of encouraging hope and reform. This researcher,
with the aid of several other educators, developed two questionnaires
which were used to include teachers and students in decision-making
in their school. The questionnaires hopefully would present the
principal with data which could help him/her make better decisions
when he/ she plans change-renewal in the school.
The stated purposes of the questionnaires were:
1. To solicit opinions of teachers and students on
their perceptions of:
a. Certain experiences of urban students;
b. Parent involvement;
c. Teacher involvement and teacher
experiences
;
d. Leadership in urban schools;
e. Academic achievement.
2. To ascertain the feasibility of involving students
and staff members in decision-making in urban
schools
.
To assess if perceptions of students and teachers
are the same on issues involving:
3.
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a. Racial make-up of schools;
b. Parent involvement;
c. Leadership styles;
d. Teacher styles;
e. Curriculum and academic achievement.
The questions to be answered by the student were:
1. What are the school experiences of students
which teachers and students consider to be most
important?
2. What are the students’ and teachers’ attitudes
toward the importance of parent involvement in
their school?
3. How important do students and teachers consider
teacher involvement and certain teacher experiences
in their school?
4. How important do students and teachers consider
certain leadership performances in their school?
5. What do students and teachers think about the
general learning environment and academic progress
in their school?
Conclusions
Based on the analysis of the data, the following conclusions were
drawn
:
1. The activities and experiences which the students
considered important were:
a. Students tutoring other students;
b. Students having pride in their school;
c. Classes with fewer than thirty students;
d. Students participating in selecting teach-
ing materials.
The teachers considered it important that students:
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a. Have pride in their school;
b. Attend classes with fewer than thirty
students
;
c. Tutor or help other students to learn.
Teachers and students deemed it important that better disciplin-
ing methods be effected in the school. They were extremely concerned
about the disruptive students. Teachers and students thought it least
important that students be taught by teachers of their same race.
2. The students considered it important that:
a. Parents encourage their children to suc-
ceed
;
b. Parents assist their children with home-
work;
c. Parents participate in the Parent's
Association
;
d. Parents assist in developing methods to
discipline unruly students;
e. Parents support their local school board.
The teachers considered it important that:
a. Parents encourage their’ children to suc-
ceed in school;
b. Parents participate in the school's
Parent's Association;
c. Parents assist in developing methods to
discipline unruly students;
d. Parents assist their children with home-
work;
e. Parents support their local school board.
Teachers and students deemed it least important that parents par-
ticipate actively in the functioning of the school. They did not
believe that parents should have the final word in selecting a new
principal, participate in selecting new teachers, or participate in
deciding which books should be used in the school.
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3. The students considered it important that:
a. Teachers receive improved teacher train-
ing while they are in college;
b. Teachers teach exciting lessons;
c. Teachers assist in deciding what is to be
taught in school;
d. Teachers receive improved teacher-training
while they work in school.
The teachers considered it important that:
a. Teachers receive improved teacher-training
while they are in college;
b. Teachers receive improved teacher-training
while they work in school;
c. Teachers be strict in managing their
classes
;
d. Teachers assist in deciding what is to be
taught in school;
e. Teachers teach exciting lessons.
The teachers and the students considered it least important that
teachers have the same race as their students, receive extra pay for
working in their school, or participate in selecting new teachers for
the school.
4. The students considered it important that the:
a. Principal encourage teachers to improve
their teaching skills;
b. Principal encourage educational experiments;
c. Principal remind teachers of the academic
needs of the students;
d. Assistant principals aid teachers with stu-
dents who are discipline problems;
e. Principal encourage parents to participate
in the Parent’s Association;
f. Assistant principals encourage educational
experiments in the school.
The teachers considered it important that:
a. Assistant principals aid teachers with stu-
dents who are discipline problems;
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b. Principals encourage teachers to improve
their teaching skills;
c. Principals encourage parents to participate
in the Parent's Association;
d. Principals encourage educational experi-
ments;
e. Principals remind teachers of the academic
needs of the students;
f. Assistant principals encourage educational
experiments in the school;
g. Assistant principals insist teachers try
different teaching methods;
h. Assistant principals closely supervise
teachers
.
Teachers and students deemed it least important that principals
or assistant principals have the same race as most of the students.
5. The students were undecided about:
a. More community support of the school should
lead to academic progress;
b. Educational changes should lead to academic
progress in the school;
c. Changes in the home environment of the
students should lead to academic progress;
d. More communication between teachers and
parents should lead to academic progress;
e. Students would accomplish more, academically,
in a racially integrated school;
f. Students are receiving a "good" education
in the school.
The teachers agreed that
:
a. Changes in the home environment of the stu-
dents should lead to academic progress;
b. More communication between teachers and
parents should lead to academic progress;
c. Educational changes should lead to academic
progress in the school;
d. More community support of the school should
lead to academic progress.
Teachers, in general, did not agree that students would accom-
plish more, academically, in a racially integrated school; or students
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were receiving a "good" education in their school.
The researcher realizes that school critics, such as Ivan Illich
and Charles Silberman, insisted that schools have alienated most stu-
3
dents; however, many of the students who responded on this survey
indicated that they retained faith in their school. Their responses
suggested that they had more confidence in the capability of their
school to educate them than their teachers.
Recommendations
In order to effect change-renewal in the urban middle school, the
researcher recommends that:
1. The principal should include teachers, students and
parents in the decision-making process when the
outcomes of the decisions affect them. Too often
the three groups are discouraged by the principal
from participating. A questionnaire is only one
method of including teachers and students in
decision-making. Other methods might be from
simple discussions to a point where the partici-
pants legislate a decision which is binding on
them. Individual teachers, parents, or students
^Ivan Illich, et al. , After Deschooling, What? (New York: harper
and Row Publishers, 1973), pp. 1-28; and Charles E. Silberman, Crisis
In The Classroom (New York: Vintage Books, 1971), p. 324.
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may contribute in the discussion of a problem face-
to-face, or from an assembly of the full faculty.
2.
The principal should continue to encourage change-
renewal in the school. Developing a change-renewal
committee composed of teachers, students, and
parents would be a step in the right direction. Of
course, honesty and trust are necessary components
of any effective committee. The committee must
continually disseminate their findings and conclu-
sions to the administrators and the staff. Surveys
might be conducted by the committee to ascertain
attitudes about specific proposed changes. The
ardor for change-renewal
,
however, must be main-
tained and stimulated by the principal.
3. Students should be encouraged to participate in as
many activities in the school as possible. Of
course, academic achievement should be stressed as
the end product of their participation.
4. Viable solutions to the problem of disruptive stu-
dents should be developed in individual schools
with the cooperation of the teachers, students, and
parents. The issuing of rules and regulations by
the administration has not ameliorated the problem
in many urban middle schools. To ignore the fact
that improved methods of instruction and better
materials are needed in many classes would be
ridiculous; however, several disruptive students
continue to plague many classrooms and many
schools in spite of "good teaching." The problem
continues to exist. Students and teachers are
aware of it. A unified effort is a necessity if
the problem is to be minimized
.
A teacher-training program should be established
by the teachers in each school. Honesty, respect,
and trust are very important for this type of pro-
gram. Too often teacher-training programs are led
by administrators or university staffs who do not
consider the actual needs and concerns of teachers.
Programs should be developed in individual schools
which include teachers in the initial planning
stages
.
The principal should exert leadership that reflects
action in the school and the community. He/she
should encourage parent-involvement in the school.
To reject their participation perpetuates the
belief, which exists in many minority communities,
that the parents have nothing to contribute to the
progress of the school or the community. The urban
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middle school can ill afford to ignore this impor-
tant and valuable resource.
7. A unit on the problems of racism and sexism in our
society and their impact upon the students' lives
should be incorporated into the curriculum of each
school. To deny or ignore racism and sexism may
simplify a teacher's role; however, the reality of
the situation necessitates the inclusion of such
subj ects
.
Need for Further Research
Based on the findings of this study, the following recommenda-
tions for further research are listed:
1. Replication of this survey in other urban middle
schools to determine whether or not there will
be significant differences in expressed attitudes
of the teachers and students.
2. A survey which includes all staff members to deter-
mine whether there are significant differences in
their expressed attitudes toward the school.
3. A survey which includes the race of the teachers
in the demographic data to determine whether there
are significant differences in expressed attitudes
of teachers of different racial groups.
4. A repeat of this survey each year to determine
whether there are perceived changes in the school.
5. A study which includes questions or statements
which elicit attitudes toward specific innovations
that are proposed for a specific urban middle
school
.
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Implementing changes which will affect the overall climate and
effectiveness of urban middle schools continues to evade many school
systems. Excuses for resisting change-renewal remain pervasive in
the urban schools. Until principals in individual schools honestly
and vigorously attempt to implement and plan reforms in their
schools, little hope exists that improvements in the quality of educa-
tion for urban students will occur.
A faculty-student questionnaire may be one method which can be
used to determine what teachers and students think about their school
and education, in general. Their perceptions can be utilized as the
initial step in planning change-renewal in an urban middle school.
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APPENDIX A
TEACHER’S QUESTIONNAIRE
URBAN INTERMEDIATE SCHOOL
Faculty Questionnaire
Introduction
The purpose of this questionnaire is to determine what facultv
^embers and students think about several educational changes ScS
_
® bean recommended for urban intermediate schools. This instru-
„
!?
s developed by faculty members and doctoral students associatedwith the Center for Urban Education at the University of Massachuse ts/Amherst. The results of this study will indicate the feeling. att“
t d^o m^SSl0nS ° f a re an dotermediate school faculty members ands u ents on the growth and direction of their schools. In addition
esteM
SU
i !
may ln conce
l’ tual^i"8 new programs, or improving
’
ablished programs and activities in urban intermediate schools.
It is not necessary for you to indicate your name anywhere on thequestionnaire. However, because of the purposes of the survey, we
encourage you to be as careful and honest in your answers as possible.
All responses are confidential. If you wish to confer with me
concerning the purposes or results of this questionnaire, I can be
contacted at 141 Macon Street, Brooklyn, New York 11216.
Fraternally yours,
Marvin Barksdale
Doctoral Candidate
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SECTION 1: Background Information
. ,
This section contains questions which are intended to provide us
with some background information on the respondents.
Directions: Please circle your response or responses to each
question. If "Other" is your response, specify
in the dash.
1. What is your sex? (a) Female (b) Male
2. What is the highest degree that you hold?
(a) Bachelor's
(b) Master's
(c) Master's + 30
(d) Doctorate
(e) Other
3. What is your position in your school?
(a) Administrator
(b) Guidance Counselor
(c) Teacher
(d) Para-Professional
(e) Other
4. How many years have you been a faculty member in your school?
(a) Less than 2
(b) 2 - 4
(c) 5 - 7
(d) 8-10
(e) More than 10
5. Which subjects are you currently teaching, assisting, or admin-
istering?
(a) English
(b) Math
(c) Science
(d) Social Studies
(e) Other
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6 . Under what license are you working?
(a) English
(b) Math
(c) Science
(d) Social Studies
(e) Other
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SECTION 2; Attitudes Toward Experienc es of Students
In this section, we are attempting to determine how important you
think the following experiences are for students in your school.
Directions: For each of the statements listed below, circle
the response (answer) you think best describes
how important the experience is to academic
progress in your school.
Your choices are: (1) Very Important
(2) Important
(3) Undecided
(4) Unimportant
(5) Very Unimportant
1. There should
Very
be fewer than thirty students in a class.
Very
Important Important Undecided Unimportant Unimportant
1 2
2. Students should tutor or
Very
3
help other
4
pupils to learn.
5
Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
3. Students should attend racially integrated schools.
Very
Important Important Undecid ed Unimportant
Very
Unimportant
1 3 4 5
4. Students should attend classes with "brighter" pupil s
.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
154
5.
Students should have pride in their school.
Very
Important Important Undecided Unimportant12 3 4 VeryUnimportant56.
Students should participate in planning their own programs.
Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 %
7.
Students should participate in selecting teaching materials.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
8.
Students should only be taught by teachers of their same race
(color)
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
9.
Students should have teachers who have received special training
in urban (city) education.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
10.
Students should receive individualized instruction (each student
is taught based on his/her personal needs)
.
Very
Important
1
Important
2
Undecided
3
Unimportant
4
Very
Unimportant
5
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SUCTION 3: Attitudes Toyard Parcnt Involvemen t
In this section, we are attempting to determine how important you
think parent involvement is to your school.
Directions: Circle the response (answer) that you think best
describes how important each activity is to aca-
demic progress in your school.
Your choices are: (1) Very Important
(2) Important
(3) Undecided
(A) Unimportant
(5) Very Unimportant
1 . Parents should participate in your school’s Parents'
Very
Important Important Undecided Unimportant
1 2 3 A
Assoc iation.
Very
Unimportant
5
2. Parents should assist in developing methods to discipline unruly
students
,
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 A 5
3. Parents should encourage
Very
Important Important
1 2
their children to succeed in school.
Very
Undecided Unimportant Unimportant
3 A 5
A. P. rents should participate
school
.
Very
Important
1
in deciding what is to be
Unimportant
A
taught in
Very
Unimportant
5
Important
2
Undec ided
3
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5. Parents should participate in deciding which books should be used
to teach their children.
Very Very
Important Important Undecided Unimportant Unimportant12 3 4 5
6 . Parents should insist that different
tried by teachers.
Very
Important Important Undecided12 3
methods of teaching should be
Very
Unimportant Unimportant
4 5
7
Parents should support their local school board.
Very
Important Important Undecided Unimportant12 3 4 VeryUnimportant5
8.
Parents of students in the school should have the final say in
selecting a new principal.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
9.
Parents of students in the school should have the final say in
selecting new teachers.
Very . Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
10.
Parents should assist (help) their children with homework.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
157
SECTION 4
:
—Attitudes Toward Teacher Involvement and Experiences
In this section, we are attempting to determine how important
you think certain teacher involvements and/or experiences are to vour
school. J
Directions: Circle the response (answer) you believe best
describes how important each involvement or
experience is to academic progress in your
school
.
Your choices are: (1) Very Important
(2) Important
(3) Undecided
(4) Unimportant
(5) Very Unimportant
1. Teachers should assist (help) in deciding what is to be taught in
your school.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
Teachers should follow the curriculums offered by the Board of
Education
.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
Teachers should receive improved teacher-training while they are
in college.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
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4. Teachers should receive improved teacher-training while they work
in your school.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
Teachers should be strict in managing their classes.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
Teachers
dents.
should have the same race (color) as most of their stu-
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
7. Teachers should participate in selecting new teachers for the
school
.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
8. Teachers should team with para-professionals (assistant-teachers)
to teach the students.
Very
Important Important Undecided Unimportant
Very
Unimportant
1
*
2 3 4 5
Teachers should receive extra pay for working in your school
.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
Teachers should teach exciting lessons.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4
5
J 59
S_ECTION 5
;
Attitudes Toward the Leadership of the Pr incipal and
Assistant Principals J— :
In this section, we are attempting to determine what you think
about the leadership of the principal and assistant principals in your
.Qp inn I . ^
Directions: Circle the response (answer) that you think best
describes how important each activity is to
academic progress in your school.
Your choices are: (1) Very Important
(2) Important
(3) Undecided
(4) Unimportant
(5) Very Unimportant
The principal should encourage teachers to improve their teaching
skills
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
The principal should remind teachers of the academic needs of the
students
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
The principal should encourage parents of students to participate
in your school’s Parents' Association.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
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4. The principal should encourage educational experiments in your
school
.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
5. The. principal should have the same race (color) as most of the
students
.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 3
6. Assistant
teachers
.
Very
principals should closely supervise (oversee) the
Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 3
7. Assistant principals should have the same race (color)
the students.
Very
as most of
Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
8 . Assistant principals should insist that teachers try
teaching methods.
Very
Important Important Undecided Unimportant12 3 4
different
Very
Unimportant
5
9. Assistant principals should encourage
the school.
Very
Important Important Undecided
1 2 3
educational experiments in
Very
Unimportant Unimportant
4 3
10. Assistant principals should aid teachers with
students who are
discipline problems in the classroom.
Very
Important Important Undecided Unimportant
Unimportant
1 2 3 «
5
SECTION 6: Academic Progress and the School’s beaming Invlrotv cut
In this section, we are attempting to determine what you think
about the learning environment and academic progress in your school.
Academic progress is reflected by both the students' achievement
scores on standardized tests in academic disciplines, and the students'
social growth. We realize that school, home, and community-environment
can be contributing factors to students' academic progress.
Directions; Circle the response (answer) that you think best
indicates your feelings about each statement as
it applies to your school.
Your choices are; (1) Strongly Agree
(2) Agree
(3) Undecided
(4) Disagree
(5) Strongly Disagree
1. Students are receiving a "good" education in your school.
Strongly
Agree Agree Undecided Disagree12 3 A StronglyDisagree5
2 . Educational
progress by
Strongly
Agree.
1
changes within your school should lead to
the students.
Agree
2
Undecided
3
Disagree
4
academic
Strongly
Disagree
5
3 . Changes in the home environment of most of
to academic progress in your school.
Strongly
Agree
1
the students should lead
Strongly
Disagree
5
Agree
2
Undecided
3
Disagree
4
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4. More community support of your school'
academic progress by the students.
Strongly
Agree Agree Undecided
1 2 3
s activities should lead to
Disagree
4
Strongly
Disagree
5
5
. More communication between teachers and parents should
academic progress by the students.
Strongly
A§ree Agree Undecided Disagree12 3 4
lead to
Strongly
Disagree
5
6
.
Students who attend your school would accomplish more,
in a racially integrated school.
Strongly
Agree Agree Undecided Disagree12 3 4
academically,
Strongly
Disagree
5
7 . I think that more academic progress can be made by the students in
this school if the following changes occur: (Please List)
8. I do not think that more academic progress will be made by the stu-
dents in this school because:
9. Your personal comments on this questionnaire are appreciated:
APPENDIX B
STUDENT ’ S QUESTIONNAIRE
URBAN INTERMEDIATE SCHOOL
STUDENT QUESTIONNAIRE
Introduction
The purpose of this questionnaire is to solicit your responses on
educational issues that affect all of our lives today. The results of
this questionnaire will he used to help determine what students, such
as you, think about educational issues.
Please read the directions carefully and answer the questions as
honestly as possible.
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SECTION 1: Background Information
Directions. Plesse print your grade end class number in the
space provided below. Answer Questions 2
through 5 by placing a circle around your
selected answer.
1.
Your grade and class number is:
2. Your age is:
(a) 12
(b) 13
(c) 14
(d) 15
(e) Over 15
3. Your sex is: (a) Female (b) Hale
4. Your present class is:
(a) Fast
(b) Medium
(c) Slow
You have been a student in this school:
(a) 1 year
(b) 2 years
(c) 3 years
(d) 4 years
(e) 5 years
5.
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SECTION 2; Attitudes Toward Experiences of Students
In this section, we are attempting to determine how important youthink the following experiences are for students in your school.
Directions: For each of the statements listed below, circle
the response (answer) you think best describes
how important the experience is to academic
progress in your school.
Your choices are: (1) Very Important
(2) Important
(3) Undecided
(4) Unimportant
(5) Very Unimportant
1. There should be fewer than thirty students in a class.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
2. Students should tutor or help other pupils to learn.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
3. Students should attend racially integrated schools.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
4. Students should attend classes with "brighter" pupils.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
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5. Students should have pride in their school.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
6. Students :should participate in planning their own iprograms
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
7. Students should participate in selecting teaching materials
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
8. Students
(color)
.
Very
should only be taught by teachers of their same race
Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
9. Students should have teachers who have received special training
in urban (city) education.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
10. Students should receive individualized instruction (each student
is taught based on his/her personal needs).
Very Ver >’
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
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SECTION 3: Attitudes Toward Parent Involvement:
In this
think parent
section, we are attempting to determine how important youinvolvement is to your school.
Directions: Circle the response (answer) that you think best
describes how important each activity is to aca-
demic progress in your school.
Your choices are: (1) Very Important
(2) Important
(3) Undecided
(4) Unimportant
(3) Very Unimportant
1. Parents should participate in your school's Parents' Association.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
2. Parents should assist in developing methods to discipline unruly
students
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
3.
Parents should encourage their children to succeed in school.
Very
.
Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
4.
Parents should participate in deciding what is to be taught in
school
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
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5. Parents should participate in deciding which books should be used
to teach their children.
Very Very
Important Important Undecided Unimportant Unimportant12 3A 5
6. Parents should insist that different methods of teaching should be
tried by teachers.
Very
Important Important Undecided Unimportant
1 2 3 A
7
Parents should support their local school board.
Very
Important Important Undecided Unimportant
1 2 3 A
8. Parents of students in the school should have the final say in
selecting a
Very
Important
new principal.
Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
9. Parents of students in the school should have the final say in
selecting new teachers.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
10. Parents should assist (help) their children with homework.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
Very
Unimportant
5
Very
Unimportant
5
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SECTION 4:—Attitudes Toward Teacher Involvements and Experiences
In this section, we are attempting to determine how important
you think certain teacher involvements and/or experiences are to your
school. J
Directions: Circle the response (answer) you believe best
describes how important each involvement or
experience is to academic progress in your
school
.
Your choices are: (1) Very Important
(2) Important
(3) Undecided
(A) Unimportant
(5) Very Unimportant
1.
Teachers should assist (help) in deciding what is to be taught in
your school.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 * A 5
2. Teachers should follow the curriculums offered by the Board of
Education.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 A 5
3. Teachers should receive improved teacher- training while they are
in college.
Very VerY
Important Important Undecided Unimportant Unimportant
1 2 3 A 5
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4. Teachers should receive improved teacher-training while they workin your school.
Very
Important Important
1 2
Undecided
3
Unimportant
4
Very
Unimportant
5
5. Teachers should be strict in managing their classes.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
6. Teachers should have the same race (color) as most of their stu-
dents.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
7. Teachers should participate in selecting new teachers for the
school
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
8. Teachers should team with para-professionals (assistant-teachers)
to teach the students.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
9. Teachers should receive extra pay for working in your school.
Very Very
Important Important Undecided Unimportant Unimportant
1 • 2 3 4 5
10. Teachers should teach exciting lessons.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
SECTION 5: Attitudes Toward the Leader ship of the Principal and
Assistant Principals J
In this section, we are attempting to determine what you think
about the leadership of the principal and assistant principals in your
school.
Directions ; Circle the response (answer) that you think best
describes how important each activity is to aca-
demic progress in your school.
Your choices are ; (1) Very Important
(2) Important
(3) Undecided
(A) Unimportant
(5) Very Unimportant
1. The principal should encourage teachers to improve their teaching
skills
.
Very Very
Important Important Undecided Unimportant Unimportant12 3 4 5
2. The principal should remind teachers of the academic needs of the
students
.
Very Very
Important Important Undecided Unimportant Unimportant12 3 4 5
3. The principal should encourage parents of students to participate
in your school’s Parents' Association.
Very
Important Important
1 2
Undec ided Unimportant
3 4
Very
Unimportant
5
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4.
The principal should encourage educational experiments in your
school
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
5.
The principal should have the same race (color) as most of the
students
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 3
6.
Assistant principals should closely supervise (oversee) the
teachers
.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
7. Assistant principals should have the same race (color) as most of
the students.
Very
Important Important Undecided Unimportant
Very
Unimportant
1 2 3 4 5
8.
Assistant principals should insist that teachers try different
teaching methods.
Very Very
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
9.
Assistant principals should encourage educational experiments in
the school.
Very \ei. y
Important Important Undecided Unimportant Unimportant
1 2 3 4 5
10.
Assistant principals should aid teachers with students who <ui e
discipline problems in the classroom.
Very
Important Important Undecided Unimportant
1 2 3 4
Very
Unimportant
5
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SECTION 6: Academic Progress and the School’s Learning Environment
In this section, we are attempting to determine what you think
about the learning environment and academic progress in your school.
Academic progress is reflected by both the students' achievement
scores on standardized tests in academic disciplines, and the students'
social growth. We realize that school, home, and community-environment
can be contributing factors to students' academic progress.
Directions: Circle the response (answer) that you think
best indicates your feelings about each state-
ment as it applies to your school.
Your choices are: (1) Strongly Agree
(2) Agree
(3) Undecided
(4) Disagree
(5) Strongly Disagree
1 . Students are receiving a "good" education in your school.
Strongly
A£- ree Agree Undecided Disagree
1 2 3 4
Strongly
Disagree
5
2 . Educational changes within
progress by the students.
Strongly
Agree Agree
1 • 2
your school should lead to
Undecided
3
Disagree
4
academic
Strongly
Disagree
5
3. Changes in the home environment of most of
the students should lead
to academic progress in your school.
Strongly
Agree
1
Agree
2
Undecided
3
Disagree
4
Strongly
Disagree
5
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4. More community support of your school's
academic progress by the students.
Strongly
Agree Agree Undecided
1 2 ^
activities should
Disagree
4
lead to
Strongly
Disagree
5
5. More communication between teachers and parents should
academic progress by the students.
Strongly
Agree Agree
1 2
Undecided
3
Disagree
4
lead to
Strongly
Disagree
5
6 . Students who attend your school would accomplish more,
in a racially integrated school.
Strongly
Agree Agree Undecided Disagree
1 2 3 4
academically,
Strongly
Disagree
5
7. I think that more academic progress can be made by the students in
this school if the following changes occur: (Please List)
8. I do not think that more academic progress will be made by the stu-
dents in this school because:
9. Your personal comments on this questionnaire are appreciated:
APPENDIX C
INSTRUCTIONS
STUDENT
FOR ADMINISTERING
QUESTIONNAIRE
INSTRUCTIONS FOR ADMINISTERING THE
STUDENT QUESTIONNAIRE
Planning
1. Each student in attendance should be given a ques-
tionnaire.
2. A total of forty-five minutes should be planned
for
:
a) Handing out the questionnaires.
b) Reading the introduction and
directions
.
c) Collecting the completed ques-
tionnaires
.
NOTE: Please Assist the Students With Reading Difficulties.
Administration
1. Distribute the questionnaire.
2. Read the introduction aloud to the students as they
read to themselves.
3. Tell the students to complete the questions on page 1.
4. After five minutes, tell students to turn to page 2.
Explain to them that they are to read each statement
on pages 2 thru 9. They are to circle only one num-
ber in the "Importance" row. Say to the students:
"The number you circle indicates how important you
believe the. activity or experience is to academic
progress or educational improvement in our school."
5. When students complete page 9, tell them to turn to
page 10. Say: "To reply to the statements numbered
1 thru 6, circle one number in the "Agree" row.
Your selections indicate how much you agree or dis-
agree with the statement."
6. The students can complete questions 7, 8, and 9 by
writing their personal views about each question.
Completion
Collect and return all questionnaires to Mr. Barksdale in
the main office.
APPENDIX D
T-TEST ON STUDENT EXPERIENCES QUESTIONS
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TO
QUESTIONS
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APPENDIX I
DEMOGRAPHIC DATA
FROM STUDENT AND FACULTY QUESTIONNAIRES
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TABLE 1-1
TOTAL NUMBER OF STUDENTS
BY CLASS AND SEX
Class Number Females Males Total Percent
8-1 and 8-2 15 12 27 19.3
8-3 and 8-4 14 9 23 16.4
8-6 and 8-10 30 24 54 38.6
8-12 and 8-14 11 8 19 13.6
8-16 6 11 17 12.1
Totals 80 60 140 100.0
199
TABLE 1-2
NUMBER OF STUDENTS BY AGE
Age Number of Students Percent
13 55 39.3
14 66 47.1
15 18 12.9
Over 15 1 .7
Totals 140 100.0
200
TABLE 1-3
LEVEL OF CLASS AS PERCEIVED
BY THE STUDENTS
Class Number of Students Percent
"Fast" 32 22.9
"Medium" 93 67.9
"Slow" 13 9.2
Totals 140 100.0
TABLE 1-4
NUMBER OF YEARS STUDENTS IN I.S. XYZ
Number of Years Number of Students Percent
1 15 10.7
2 46 32.9
3 74 52.9
4 4 2.8
5 1 .7
Totals 140 100.0
202
TABLE 1-5
DEGREES HELD BY FACULTY
Degree Number Percent
B. A. 8 16
M. A. 23 46
M.A. + 30 19 38
Doctorate 0 0
Total 50 100
203
TABLE 1-6
EXPERIENCE OF FACULTY
AT I.S. XYZ
Years Number of Faculty Percent
Less than 2 3 5
2 to A 9 18
5 to 7 12 24
8 to 10 12 24
More than 10 14 28
Total 50 100
204
TABLE 1-7
SEX OF TEACHERS AT I.S. XYZ
Sex Number Percent
Male 33 66
Female 17 34
Total 50 100
205
TABLE 1-8
SUBJECTS TAUGHT BY THE FACULTY
OF I.S. XYZ
Subjects Number of Faculty Percent
English 9 18
Mathematics 9 18
Science 8 16
Social Studies 9 18
Others 15 30
Total 50 100
206
TABLE 1-9
LICENSES HELD BY TEACHERS
AT I.S. XYZ
License Number of Teachers Percent
English 8 16
Mathematics 8 16
Science 5 10
Social Studies 10 20
Others 19 38
Total 50 100
APPENDIX J
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T-TEST FOR MEAN DIFFERENCES
Items
2-Tail
Mean S.D. T-Value Prob
PART I:
1.
Fewer than thirty stu-
dents
Students
Teachers
1.842 .867 1.97 .050*
1.560 .884
2.
Students tutor pupils
Students
Teachers
1.621 .714 -2.87 .005*
1.980 .869
3.
Integrated schools
Students
Teachers
2.764 1.284 -.18 .860
2.800 1.030
4.
Brighter pupils
Students
Teachers
2.392 1.210 -1.70 .093
2.660 .848
5.
Pride in school
Students
Teachers
1.785 .995 1.80 .075
1.540 .762
6.
Students plan programs
Students
Teachers
1.850 .995
1.540 .762
-5.77 .000*
*Signif icance reported at the .05 level of confidence
oi
higher
.
N=190
df=188
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T-TEST FOR MEAN DIFFERENCES—Cont inued
Items Mean S.D. T-Value
7. Students select material
Students
Teachers
8. Teachers same race
Students
Teachers
9. Teachers urban educa-
tion training
Students
Teachers
10. Individualized instruc-
tion
Students
Teachers
PART II ;
1. Parents’ Associations
Students
Teachers
2. Methods to discipline
Students
Teachers
2.242 1.124 -5.61
3.260 1.026
4.392 .828 1.30
4.220 .737
2.492 1.190 -.94
2.680 1.236
2.771 1.208 3.76
2.040 1.106
1.957 .856 2.78
1.580 .731
2.092 1.003 2.97
1.620 .855
*Signif icance reported at the .05 level of coni idence oi
higher
.
N-190
df-188
2-Tail
Prob
. 000*
.194
.346
. 000*
. 000*
. 003*
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T-TEST FOR Ml '.AN DIFFERENCES—Cont inued
Items Moan
2-Tuil
s.d. T-Valua Prob
3. Parents encouragement
Students
Teachers
4. Parents decide what
is taught
Students
Teachers
5. Parents decide, on
books
Students
Teachers
6. Different methods
Students
Teachers
7. Support local school
board
Students
Teachers
8. Principal selection
Students
Teachers
1.321 .638
1.140 .351
2.771 1.159
2.680 1.151
3.014 1.125
3.220 1.217
2.471 1.028
3.040 1.228
2.307 .981
2.020 1.134
2.792 1.238
3.040 1.195
2.48 .014*
.48 .632
-1.09 .279
-3.18 .002*
1.70 .090
-1.22 .223
*Signif icance reported at the .05 level of confidence
oi
higher.
N-190
df~ 188
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T-TEST FOR MEAN DIFFERENCES—Continued
Items Mean S.D. T-Value
2-Tail
Prob
9. Teacher selection
Students
Teachers
3.06A
3.A80
1.139
.995
-2.29
.023*
10. Assist with homework
Students
Teachers
1.928
1.860
1.08A
.990
.39 .695
FART III:
1. Teachers decide what
is taught
Students
Teachers
1.950
1.920
. 83A
. 9AA
.21 .833
2. Curriculum of Board
Students
Teachers
2.350
2.960
1.072
.
9A7
-3.56 .000*
3. Improved college
training
Students
Teachers
1.635
1.5A0
.858
. 73A
.70 . A8A
A. Improved in-service
Students
Teachers
2.300
1.6A0
1.023
.631
.53 .000*
*Signif icance reported at the .05 level of confidence or
higher
.
N=190
df=188
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T-TEST FOR MEAN DIFFERENCES—Continued
—
-
Items Mean S.D. T-Value
2-Tail
Prob
5. Teachers strictness
Students
Teachers
2 . 400
1.880
1.268
.659
3.66
.000*
6. Teacher s—students same
race
Students
Teachers
4.078
3.800
1.093
1.050
1.56
.120
7. Teachers select teachers
Students
Teachers
2.842
3.620
1.068
1.141
-4.34
. 000*
8. Teacher
-Para-
professional team
Students
Teachers
2.385
2.680
.934
1.019
-1.87
.063
9. Extra pay
Students
Teachers
3.178
3.140
1.225
1.340
.19 .852
10. Exciting lessons
Students
Teachers
1.650
1.940
.921
.935
-1.90 .058
*Signif icance reported at the .05 level of confidence or
higher.
N=190
df =188
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T-1EST FOR MEAN DIFFERENCES
—Continued
Items Mean S.D. T-Value
2-Tail
Prob
PART IV:
1 . Principals encourage
skills improvement
Students
Teachers
1.778
1.520
.874
.646
2.20
.
030*
2. Academic needs
Students
Teachers
2.078
1.940
.857
1.038
.93 .355
3. Parents' Association
Students
Teachers
2.135
1.740
.954
1.046
2.45 .015*
4. Educational experi-
ments
Students
Teachers
2.028
1.880
.936
.659
1.03 .303
5. Principals same race
Students
Teachers
4.064
3.520
1.012
1.199
3.10 . 002*
6. Assistant principals
supervise teachers
Students
Teachers
2.350
2.460
1.031
1.216
-.62 .538
*Signif icance reported at the . 05 level of confidence or
higher
.
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T-TEST FOR MEAN DIFFERENCES—Continued
Items Mean S.D. T-Value
2-Tail
Prob
7. Assistant principals
have same race
Students
Teachers
4.050
3.680
1.006
1.058
2.20 .029*
8. Assistant principals
encourage new methods
Students
Teachers
2.285
2.340
.954
.939
-.35 .729
9. Educational expertise
Students
Teachers
2.192
2.080
.928
.877
.75 .455
10. Assistant principals
aid teachers
Students
Teachers
2.121
1.500
1.028
.735
4.59 . 000*
PART V:
1 . Good education
Students
Teachers
3.050
4.000
1.053
.904
-5.67
.
000*
2. Educational changes
academic improvement
Students
Teachers
2.385
2.160
.894
.792
1.58 .116
*Signif icance reported at the . 05 level of confidence or
higher
.
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T-TEST FOR MEAN DIFFERENCES—Continued
Items Mean S.D. T-Value
2-Tail
Prob
3. Change home environ-
ment
Students
Teachers
2.421
1.920
.840
.724
3.75 .000*
4. Community support
Students
Teachers
2.300
2.226
.911
.965
.26 .793
5. Communication between
teachers and parents
Students
Teachers
2.464
1.959
1.128
.841
3.29
.
001*
6. Accomplish academi-
cally in integrated
school
Students
Teachers
2.864
3.020
1.201
1.051
-.81 .420
*Signif icance reported at the .05 level of confidence or
higher
.
N=190
df-188


